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The purpose of this thesis is to evaluate the Tū Kahika Foundation Year Scholarship at the 
University of Otago. The Tū Kahika Foundation Year Scholarship is a recruitment 
intervention that assists Māori secondary school leavers who may be socio-economically 
and, or educationally disadvantaged to enter into and through the Foundation Year Health 
Sciences course at the University of Otago Language Centre and Foundation Year. Tū 
Kahika aims to increase academic preparedness of Māori secondary school leavers for 
future tertiary health sciences study and a career in Māori health. Tū Kahika has reached 
its 10 year anniversary and it is timely to undertake a detailed evaluation that will 
investigate the effectiveness of Tū Kahika in relation to academic pathways, and its impact 
on recipients. 
This thesis has four main research questions: 
(1) What is the socio-demographic and education profile of the recipients of the Tū 
Kahika Foundation Year Scholarship? 
(2) What is the impact of Tū Kahika on the recipients of the Tū Kahika Foundation 
Year Scholarship? 
(3) What are the recommendations for quality-improvement of the Tū Kahika 
Foundation Year Scholarship? 
(4) To what extent is the Tū Kahika Foundation Year Scholarship transferrable to other 
educational settings? 
This evaluation used a two-phase, mixed-methods quantitative and qualitative design 
steeped in Kaupapa Māori Evaluation methodology. An online survey to all Tū Kahika 
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Foundation Year Scholarship recipients (2010-2019), followed by ten kanohi-ki-te-kanohi 
(face to face) semi-structured qualitative interviews were used. 
Findings suggest that the socio-demographic and education profile of recipients of the Tū 
Kahika Foundation Year Scholarship is diverse and positively contributing towards 
increasing the Māori student population at the University of Otago. Results suggest that the 
Tū Kahika Foundation Year Scholarship is positively impacting recipients academically, 
financially and through increasing sense of belonging at university. 
This research identified four critical success factors of Tū Kahika including 
whakawhanaungatanga (fostering a sense of family and community amongst Māori 
students working together to achieve goals and having a wide peer support network), mana 
motuhake (empowering students to have a positive university experience), manaakitanga 
(providing holistic, wrap-around support) and tino rangatiratanga (prioritising Māori 
student success at university). This research also identified resource-dependent and non-
resource dependent suggestions for improvement. Resource-dependent suggestions include 
more financial, academic, pastoral and hauora hinengaro (mental health) support, as well 
as more opportunities for whakawhanaungatanga (process of establishing relationships, 
relating well to others), tuākana-tēina (older sibling – younger sibling relationship) 
engagement, Kaupapa Māori and te reo Māori. Non-resource dependent suggestions 
include encouragement to keep extra-curricular activities, part-time jobs etc. and 
encouragement to expand social circles beyond fellow Tū Kahika scholarship recipients. 
In conclusion, this research highlights that the Tū Kahika Foundation Year Scholarship is 
impacting recipients positively through the identified critical success factors. These critical 
success factors are transferable to other educational settings delivering foundation-level 




E tū kahikatea 
Hei whakapae ururoa  
Awhi mai, awhi atu 
Tātou tātou e 
 
Stand like the kahikatea tree 
To brave the storms 
Embrace and receive each other 
We are one together 
This research is dedicated to the many people that have and continue to make Tū Kahika 
possible, the Māori Health Workforce Development Unit staff, in particular Sam Feeney, 
Māori Centre staff, University of Otago Foundation Year and Language Centre staff, Arana 
and Studholme College staff. I’d particularly like to acknowledge Shaun Tahau and Simon 
Chu, even though you are no longer working with the programme, you still played a very 
important part in my experience. I’d also like to pay special mention to my supervisors 
Professor Joanne Baxter and Zoe Bristowe –not just for agreeing to supervise me under 
such difficult circumstances, but for the role you have played and continue to play with Tū 
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Thank you Jo and Zoe for your constant and relentless dedication to bettering educational 
and health outcomes for Māori, and in doing so creating opportunities such as Tū Kahika 
for students like myself to participate in. I am in no way exaggerating when I say that you 
have changed my life –or at least equipped me with the tools to live a better one. I hope 
that you can see this as clearly as I do. If not -here’s an evidence-based koha to show you 
(and everyone else). 
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research is also dedicated to all of you. No matter where you are or what you are doing 
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year everything that it was. 
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Chapter One: Introduction and Whakapapa 
1.1 He Tīmatatanga Kōrero – Introduction 
1.1.1 Thesis Statement 
This research is an evaluation of the Tū Kahika Foundation Year Scholarship (Tū Kahika) 
at the University of Otago. There are multiple aims for this evaluation. The first aim is to 
describe the socio-demographic and education profile of the recipients of Tū Kahika, 
demonstrating how the programme contributes to the diversity of students at the University 
of Otago. The second aim is to evaluate the impact of Tū Kahika on its recipients, including 
identifying positive impacts, critical success factors and potential gaps. The third aim is to 
make recommendations for improvement. The fourth and final aim is to determine the 
extent to which the Tū Kahika Foundation Year Scholarship is transferrable to other 
educational settings. 
The aims of this research were developed in consultation with Professor Joanne Baxter1 
and Zoë Bristowe2 who oversee and manage the Tū Kahika Foundation Year Scholarship 
programme and are also the supervisors of this research. 
1.1.2 Thesis Structure 
The structure of this thesis is informed by the whakataukī (proverb) “kei whakatōmuri te 
haere whakamua” which translates to “looking back to the past in order to move into the 
 
1 Kāi Tahu, Kāti Mamoe, Waitaha, Ngāti Apa ki te Rā Tō; Director of Kōhatu: Centre for Hauora Māori 
and Associate Dean Māori, Division of Health Sciences, University of Otago 
2 Ngā Puhi, Ngāti Porou; Programme Manager; Kōhatu: Centre for Hauora Māori and Professional Practice 
Fellow, Division of Health Sciences, University of Otago 
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future” (Rameka, 2016). Chapter One: Whakapapa outlines the whakapapa (genealogy, 
ancestry) of Tū Kahika and explains the historical context informing the development of 
the programme, finishing with an outline of the health workforce pipeline framework. 
Chapter Two: Āianei describes what is being done currently at the University of Otago with 
regards to Māori health workforce development, including a detailed description of the Tū 
Kahika Foundation Year Scholarship. The chapter then examines the literature for what is 
known about foundation programmes for Māori learners and evidence for strategies 
associated with successful transitions into tertiary education. 
Chapter Three: Tikanga o te kaupapa nei describes the research methodology, outlines the 
process, method, procedure, and the rationale for these methodological choices. The 
chapter describes the approach to Kaupapa Māori Evaluation, the methods (mixed 
methods) and the two-phase study design (phase one: rārangi pātai – online survey; phase 
two: uiuinga – interviews). 
Chapter Four: Rārangi Pātai: Online Survey Results presents the quantitative results from 
phase one: rārangi pātai - online survey. Findings include a socio-demographic and 
educational profile of research participants and themes relating to academic impact, 
financial impact, importance of cultural values and approaches, and pastoral support. 
Chapter Five: Uiuinga: Interview Results presents the qualitative results obtained from 
phase two, uiuinga (interviews). Over-arching themes include pre-tertiary education 
experience and academic impact. 
Chapter Six: Matapaki is a discussion of the results and aims including the Tū Kahika 
Foundation Year Scholarship recipients and the programme’s different impacts. Strengths 
and limitations of this study are also outlined.  
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Chapter Seven: Te Ao Hurihuri ‘looks to the future’, outlining the key conclusions and 
recommendations from this research and how it relates to other educational settings. 
1.2 Whakapapa 
1.2.1 Definition 
Whakapapa is defined as genealogy or ancestry. However, the concept of whakapapa is 
more complex than that. Whakapapa is central to a Māori world-view which is holistic and 
cyclic, comprising many different layers. Whakapapa underpins tikanga (customs) and 
connects every living entity to each other and to the atua (gods) (Ka’ai & Higgins, 2004). 
This chapter seeks to give the whakapapa of Tū Kahika providing the historical context 
that has informed its establishment. The different layers of whakapapa described in this 
chapter include Māori health inequities, the New Zealand Government’s commitment to 
Māori health, Te Tiriti o Waitangi (the Treaty of Waitangi), the WAI2575 Health Services 
and Outcomes Kaupapa Inquiry, Māori education inequities and the Māori health 
workforce today. The chapter ends by outlining the health workforce pipeline as a 
framework for Māori-targeted recruitment and retention interventions such as Tū Kahika. 
1.2.2 Māori Health Inequities 
The marked disparities in health outcomes between Māori and non-Māori have been the 
subject of numerous government reports and inquiries over time (Cram, 2014; Health and 
Disability System Review, 2020; Health Quality & Safety Commission New Zealand, 
2019; Ministry of Health, 2019, 2020; Robson & Harris, 2007; Russell (Pere) et al., 2013; 
Waitangi Tribunal, 2019). Similar to Indigenous people’s health worldwide, Māori health 
is characterised by systemic inequities in health outcomes, differential exposure to 
determinants of health, inequitable access to and through health and social systems, 
marginalisation and inadequate representation in the health workforce (Reid et al., 2019). 
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The alarming state of Māori health and the aspirations to change this have been the impetus 
for prominent Māori health champions to lead important health reform in Aotearoa, New 
Zealand, with the hopes of arriving at a place where Māori are not just surviving, but 
thriving (Pitama & Huria, 2019). Over time, there have been some Māori health gains 
including an increase in life expectancy, lower childhood mortality, near eradication of 
‘consumption’ and other infectious diseases and the wider adoption of healthy lifestyles 
(Health Quality & Safety Commission New Zealand, 2019).  
While developments in Māori health should be celebrated, significant and persistent 
inequalities remain. Health inequities for Māori are evident across many indicators 
throughout the life course from before birth, through to old age (Health Quality & Safety 
Commission New Zealand, 2019; Ministry of Health, 2020). The need to eliminate these 
gaps is acknowledged in Section 3 (1) (b) of the New Zealand Public Health and Disability 
Act 2000, which identifies “reducing health disparities by improving the health outcomes 
of Māori and other population groups” as a key objective in the purpose of the Act (New 
Zealand Public Health and Disability Act, 2000). The work to eliminate the gap is ongoing 
and increasing the Māori health workforce is recognised as an important part of improving 
Māori health outcomes (Cram, 2014; Health and Disability System Review, 2020; Ministry 
of Health, 2002, 2006b, 2007, 2008a, 2008b, 2014b, 2019, 2020; Ratima et al., 2007; 
Waitangi Tribunal, 2019). 
1.2.3 Māori Health Workforce Development 
Māori health workforce development has long been identified in New Zealand Government 
policy and strategy as an important priority for improving Māori health outcomes and 
reducing health inequities (Ministry of Health, 2002, 2006b, 2006a, 2007, 2008a, 2014b, 
2020). Increasing the number of qualified Māori health professionals and improving the 
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skills of the Māori health and disability workforce at all levels is highlighted as a key 
objective in He Korowai Oranga, New Zealand’s Māori Health Strategy and Whakamaua, 
New Zealand’s Māori Health Action Plan 2020-2025 (Ministry of Health, 2002, 2014b, 
2020). This objective is founded on research showing that racial and ethnic diversity in the 
health workforce can facilitate access to healthcare for under-served populations and meet 
the health needs of an increasingly diverse population (Komaromy et al., 1996; Snyder et 
al., 2018).  
Results from the 2018 New Zealand Census show that New Zealand is becoming more 
diverse, with an increasing number of individuals from broad racial and ethnic 
backgrounds. Māori currently make up 16.5% of the New Zealand population and minority 
populations are increasing at a much faster pace than the majority European population 
(Statistics New Zealand, 2019, 2020a). Population projections predict that the Māori 
population will grow by 16.2%, compared to 13.5% for non-Māori between 2015 and 2030. 
The Māori population also has a younger age structure, with a relatively large proportion 
in the main reproductive ages 15-44 years (Statistics New Zealand, 2018). The need to 
increase the Māori health workforce to address inequitable health outcomes for the growing 
population of Māori is thus imperative.  
1.2.4 Te Tiriti o Waitangi (The Treaty of Waitangi) 
Further impetus for increasing the Māori health workforce builds on the founding document 
of Aotearoa/New Zealand, Te Tiriti o Waitangi (henceforth Te Tiriti). Te Tiriti is a written 
agreement made between the British Crown and rangatira (Māori chiefs) in 1840. Three 
articles make up both the Māori and English version of Te Tiriti. Article Three of the Treaty 
of Waitangi states “Her Majesty, the Queen of England extends to the natives of New 
Zealand Her royal protection and imparts to them all the Rights and Privileges of British 
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Subjects” (Archives New Zealand, 2020). This article applies to the health sector and is 
implemented in District Health Boards (DHBs)3 through Section 4 of the New Zealand 
Public Health and Disability Act 2000. Section 4 of the New Zealand Public Health and 
Disability Act 2000 “provides for mechanisms to enable Māori to contribute to decision-
making on, and to participate in the delivery of, health and disability services” in order to 
“recognise and respect the principles of the Treaty of Waitangi” (New Zealand Public 
Health and Disability Act, 2000). Principles of the Treaty of Waitangi include partnership, 
participation and protection (Ministry of Health, 2002, 2014b). Mechanisms are outlined 
further in Section 22 (1) (e) and Section 23 (1) (d), (e) and (f) of the New Zealand Public 
Health and Disability Act 2000. They describe establishing and maintaining “processes to 
enable Māori to participate in, and contribute to, strategies for Māori health improvement” 
and continuing to “foster the development of Māori capacity for participating in the Māori 
health sector and for providing for the needs of Māori” (New Zealand Public Health and 
Disability Act, 2000). The provision for increasing the Māori health workforce originates 
with the Treaty of Waitangi and is further outlined in current New Zealand legislation.  
Article 3 of the Treaty of Waitangi also applies to the education sector and is implemented 
in Tertiary Education Institutions (TEIs) through Section 281 (1) (b) of the Education and 
Training Act 2020. The Education and Training Act 2020 describes that a Council must 
govern all TEIs and that Council must “acknowledge the principles of the Treaty of 
Waitangi” (The Education and Training Act, 2020). In addition, Priority Three of the New 
Zealand Tertiary Education Strategy (TES) is dedicated to boosting achievement of Māori 
 
3 District Health Boards are responsible for providing or funding the provision of health services in their 





and Pasifika Island students (Ministry of Edcuation & Ministry of Business Innovation & 
Employment, 2014). The TES highlights that although Māori participation and 
achievement in tertiary level education has improved over time, disparities still exist. 
Furthermore, the second tier of The Māori Tertiary Education Framework (MTEF), 
adopted from Tā Mason Durie’s opening address at the Hui Taumata Mātauranga: Māori 
Education Summit in 2001, outlines three shaping visions for Māori advancement. These 
include to live as Māori, to actively participate as citizens of the world and to enjoy a high 
standard of living and good health (Māori Tertiary Reference Group, 2003). Government 
policies allow TEI Councils to set their own strategies and policies tailored to fit the context 
of each institution. TEI strategies should align with the TES and inform recruitment and 
retention interventions in higher education and thus forms a critical component of Māori 
health workforce development. 
1.2.5 WAI2575 Health Services and Outcomes Kaupapa Inquiry 
While these considerations of the Treaty of Waitangi have existed in legislation for over 
20 years, health inequities and the under-representation of Māori in the health workforce 
persist. The Waitangi Tribunal’s4 Hauora report, released in response to the WAI2575 
Inquiry in July 2019, challenged the way the health sector had applied the Treaty principles 
of partnership, protection and participation, arguing that they are “outdated” and do not 
“adequately reflect the Treaty or its principles”. It also reported that structural change, in 
the form of an independent Māori-led health authority, needs serious consideration and 
recommended immediate legislative change, describing the current Treaty clause in 
 
4 The Waitangi Tribunal is a standing commission of inquiry which makes recommendations on claims 
bought by Māori relating to legislation, policies, actions or omissions of the Crown that are alleged to breach 
the promises made in the Treaty of Waitangi https://waitangitribunal.govt.nz/about-waitangi-tribunal/ 
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legislation as a “reductionist effort” (Waitangi Tribunal, 2019). Although the Crown has 
made reference to Te Tiriti in legislation, the Hauora report clearly outlines the Crown’s 
abject failure to meaningfully recognise and implement any commitment to the Treaty of 
Waitangi. The need to adhere to the principles of the Treaty of Waitangi has been reflected 
in New Zealand health legislation for 20 years. However, the application of these principles 
- including the provision for Māori health workforce development is - still being improved.  
1.2.6 Māori Education Inequities 
Inequities in health are mirrored in the education sector where Māori are over-represented 
in  negative education outcomes from early childhood through to tertiary education. For 
example, Māori secondary school students have lower rates of attainment of NCEA Levels 
1, 2 and 3, as well as University Entrance (UE) than Pacific, European and Asian secondary 
school students (New Zealand Qualifications Authority, 2019). In addition, Māori and 
Pacific students, along with students in Decile5 1 to 5 schools, have the lowest rates of 
regular attendance6 and the highest rates for chronic absence7 at both primary and 
secondary school levels (Ministry of Education, 2019). Of concern, Māori students are 
greatly over-represented in low-decile schools compared with the total population (Office 
of the Auditor General, 2016). In addition, Māori students also have higher rates of early 
leaving exemptions8 compared with students from other ethnic groups (Ministry of 
 
5 Deciles are a measure of the socio-economic position of a school’s student community relative to other 
schools througout New Zealand. Schools are measured on a scale of 1-10. A lower decile rating indicates a 
lower socio-economic school community and a higher rating, a higher one. 
https://www.education.govt.nz/school/funding-and-financials/resourcing/operational-funding/school-decile-
ratings/#Find  
6 Regular attendance means students attending school for more than 90% of available half-days. 
7 Chronic absence means students attending school 70%, or less, of available half-days.  
8 Early leaving exemptions are for students aged 15 who are intending to follow a successful pathway 




Education, 2019). These statistics illustrate the disproportionate representation of Māori in 
negative education outcomes at primary and secondary school levels. 
The ideal academic preparation advised for studying towards health professional degree 
programmes at tertiary level in New Zealand is attainment of at least 14 credits in NCEA 
Level 3 (or equivalent) Biology, Chemistry and Physics, however preferably more than 14 
in each subject (Bristowe et al., 2016; University of Otago, 2020e). However, the number 
of Māori (age 17) who had participated in an NCEA Science subject (16.4%) in 2012 was 
less than half the number of non-Māori (age 17; 35.6%). Furthermore, the number of Māori 
(age 17) who had then actually attained 14 or more credits in any NCEA Science subject 
(8.2%) was also less than half when compared to non-Māori (24.8%; Ministry of Health, 
2014a). 
Different regulated health professions9 have different educational standards that need to be 
met in order to practice. In New Zealand, many professions require training at tertiary 
education levels. Tertiary education covers all education after secondary school including 
both higher education and vocational training (Ministry of Business Innovation & 
Employment, 2020a). To study for degrees (Bachelors study programmes) at TEIs, students 
coming through New Zealand’s secondary school system require NCEA Level 3 
qualifications as well as, or in addition to, UE (Ministry of Business Innovation & 
Employment, 2020b; Ministry of Education, 2013). Certificate and Diploma programmes 




9 Occupations include medical practitioners, nurses, midwives, dentists, physiotherapists, psychologists, 
medical radiation technologists, dieticians, medical laboratory scientists, medical laboratory technicians, 
pharmacists, optometrists, dispensing opticians, podiatrists, osteopaths and chiropractors 
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community health workers. Certificate and Diploma programmes can also be used by those 
who left school without NCEA qualifications or UE but wish to continue study at tertiary 
level (Ministry of Education, 2013). Therefore, these programmes are particularly 
important for recruiting into tertiary study the populations who are less likely to attain 
NCEA qualifications and UE. 
The ongoing consequences of the educational disparities at secondary school level can be 
observed in the number of Māori students entering into tertiary level study and 
participating10 in and completing11 study in health-related subjects12. In 2012, there were 
3.8 times more non-Māori domestic students (296,856) enrolled at TEIs in New Zealand 
than Māori domestic students (77,929) in total (Ministry of Education, 2013). Similar 
proportions could be observed in students participating and completing health-related 
subjects at tertiary level. In 2012, there were 3.8 times more non-Māori domestic students 
(46,632) participating in a health-related subject compared to Māori domestic students 
(12,116), with 4.8 times more non-Māori domestic students (10,878) completing a health-
related subject compared to Māori (2285; Ministry of Education, 2013). TEIs are 
considered Crown Entities under Section 7 (1) (e) of the Crown Entities Act 2004 and 
therefore share a contractual obligation with Māori as a Treaty partner to address these 
inequities (Crown Entities Act, 2004). 
 
10 Total number of students enrolled in that year. 
11 Total number of students who completed their qualification in that year 
12 Health-related subjects are those subjects in the New Zealand Classification of Education (NZSCED) for 
Health (excluding Veterinary studies). These subjects are Medical Studies, Nursing, Pharmacy, Dental 
Studies, Optical Science, Public Health, Radiography, Rehabilitation Therapies, Complementary Therapies 
and Other Health. 
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Despite the explicit failure of the education system to meet the needs of Māori; similar to 
health inequities, it would be derelict not to acknowledge the education gains that have 
been made over the years. Between 2008 and 2012, the participation rate of Māori domestic 
tertiary students in a health-related subject increased from 12.8% to 15.5% (an increase of 
2.7%; Ministry of Health, 2013). Between 2010 and 2016 there was a marked increase in 
the proportion of Māori students (124% increase) in health professional programmes13 at 
the University of Otago, contributing to a record number of 76 Māori health professional 
graduates in December 2018 (Crampton et al., 2018; University of Otago, 2018a). Progress 
has been made in increasing the number of Māori students studying towards health 
professional programmes at tertiary level, but there is still more work to be done. 
1.2.7 The Māori Health Workforce Today 
There is a major and enduring under-representation of Māori in the health and disability 
workforce (Health and Disability System Review, 2020; Medical Council of New Zealand, 
2019; Ministry of Health, 2007, 2015; Ratima et al., 2007). While 16.5% of the total New 
Zealand population is Māori, Māori currently only make up 8.2% of the health and 
disability workforce, and it is noted that this data excludes those working externally to 
DHBs, for instance in the private sector (Central Region’s Technical Advisory Services 
Limited, 2020; Statistics New Zealand, 2020b). However, findings from 2008 showed 
Māori tended to be clustered in roles that required lower levels of formal qualifications 
such as service workers (Ratima et al., 2007). Twelve years later this remains the same; 
Māori representation only reaches population parity in care and support roles (16.9%), with 
 
13 Health professional programmes include Bachelor of Dental Surgery (BDS), Bachelor of Dental 
Technology (BDentTech), Bachelor of Medical Laboratory Science (BMLSc), Bachelor of Medicine and 
Bachelor of Surgery (MBChB), Bachelor of Oral Health (BOH), Bachelor of Pharmacy (BPharm), 
Bachelor of Physiotherapy (BPhty), Bachelor of Raidation Therapy (BRT) 
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the smallest percentages of Māori in DHB workforces being those in Senior Medical 
Officer (SMO) positions (2.0%) and Resident Medical Officer (RMO) positions (5.3%). 
Furthermore, there is a clear and distinct under-representation of Māori across all 20 DHBs 
in New Zealand when compared to the corresponding resident population (Central 
Region’s Technical Advisory Services Limited, 2020). Increases in the Māori health 
workforce have been incremental. This is to be expected given the time it takes to progress 
through relevant tertiary study. Only recently have large numbers of Māori health 
professional students graduated and entered the workforce (Health Quality & Safety 
Commission New Zealand, 2019; Medical Council of New Zealand, 2019). To achieve true 
equity and reach population parity, TEIs must remain vigilant in their Māori-targeted 
recruitment and retention efforts. 
1.2.8 The Health Workforce Pipeline 
In order to understand how Māori-targeted recruitment and retention interventions may 
contribute to addressing the under-representation of Māori in the health workforce, it is 
important to understand the health workforce pipeline. A common approach for addressing 
inequities in the socio-demographic composition of health professions involves a ‘pipeline’ 
framework (refer to Figure 1.) extending from the secondary school sector to Tertiary 
Education Institutions (TEIs) through to health workforce employers (Ratima et al., 2007). 
This pipeline highlights a number of points for targeted recruitment and retention 
interventions including early exposure activities for school students and bridging and 
foundation programmes (such as Tū Kahika). These intervention points facilitate entry into 
tertiary courses including through enhancing access to financial and pastoral or academic 
support and assistance with ongoing postgraduate and professional training (Cram, 2010; 





Figure 1. A Māori health and disability workforce development pathway (Ratima et al., 
2007) 
The constant unacceptable health and education inequities and under-representation of 
Māori in the health workforce demands urgent and effective action. This is recognised in 
the New Zealand Government legislation, policy and strategy (Health and Disability Act, 
2000; Ministry of Health, 2002, 2006b, 2014b, 2020). While significant gains have been 
made, there is still more work to be done.  
The rationale for increasing the Māori health workforce is multi-faceted. However, by 
laying out the whakapapa, and having an understanding of the health workforce pipeline 
framework, we can better understand the position that we are in āianei.   
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Chapter Two: Āianei 
2.1 Overview  
This chapter is named Āianei as it describes what is happening āianei (at present time, 
currently) in regards to Māori health workforce development in relation to the University 
of Otago, as well as what is currently known in the literature about supporting Māori 
learners to successfully transition into tertiary level education. This includes a detailed 
description of the Tū Kahika Foundation Year Scholarship. 
2.2 Background 
2.2.1 Māori Health Workforce Development at the University of Otago 
The University of Otago, alongside other institutions delivering health professional 
degrees, plays an important role in contributing to growing the Māori health workforce. 
The University of Otago’s Division of Health Sciences supports the training of doctors, 
dentists, dental therapists, dental technologists, pharmacists, physiotherapists, medical 
radiation therapists and medical laboratory scientists. The University acknowledges its 
relationship with Māori in its Treaty-based partnership with local iwi (tribe), Kāi Tahu (also 
referred to as Ngāi Tahu), through its Memorandum of Understanding (MOU) with Te 
Rūnanga o Ngāi Tahu (University of Otago, 2020c). Otago’s Māori Strategic Framework 
2022 outlines a number of strategic priorities including Te Arahina me Te Honohono 
(leadership and partnership) and Te Taumutu Angitu Māori (Māori student success) which 
apply to departments across the University (University of Otago, 2017).  
The University has made positive movements to meet its strategic priorities, encouraging 
Māori and students from other under-represented groups into tertiary study. In 2019, Māori 
enrolments were at an all-time high of 2187 (10.3% of total enrolments and 12.4% of total 
domestic EFTS) students (University of Otago, 2019). In the TECs latest educational 
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performance indicators, Otago ranked 1st for Māori and Pacific student qualification 
completions, 1st for retention of Māori students and 2nd for Māori and Pacific student course 
completion (University of Otago, 2019). In addition, Otago had a total 2% increase in paper 
pass rates for 1st year undergraduate Māori students (from 77.5% in 2018 to 79.5% in 2019) 
and an overall increase in the number of Māori students completing qualifications at 
undergraduate level (from 310 in 2018 to 327 in 2019; University of Otago, 2019). Otago 
has made positive contributions towards its strategic priorities of Te Taumutu Angitu 
Māori.  
The Division of Health Sciences’ Strategic Plan 2021-2027 outlines a commitment to 
equity and diversity as local, national and global citizens. Priority actions identified to 
achieve this commitment include “giving effect to the articles of Te Tiriti o Waitangi, 
reflecting good governance, tino rangatiratanga (self-determination) and equity” as well 
as “delivering high-quality effective programmes that enhance Māori student pathways into 
and through health science study” (University of Otago, 2020b).  
2.2.2 The Māori Health Workforce Development Unit 
An important part of fulfilling this commitment has been the establishment of the Māori 
Health Workforce Development Unit (MHWDU; also referred to as Kōhatu: Centre for 
Hauora Māori) 14 in 2010. The MHWDU, situated in the Division of Health Sciences at the 
University of Otago, is funded largely from the Ministry of Health via a contract “The 
Otago Project”. It has an important role in supporting the recruitment, academic 
achievement, retention, professional development and graduation of Māori health 





importance of pipeline interventions in carrying out its role, offering a suite of their own 
strategically aligned programmes to increase the number of Māori health professionals, 
scientists and health researchers;  
• Te Ara Hauora (Māori Health Sciences outreach)15 aims to increase Māori 
secondary student science engagement and recruitment into health sciences study 
and health professional career pathways through specific programmes such as 
REACH (Realising Educational Aspirations for Careers in Health)16, Te Rauawa o 
te Pahi17 and Rangatahi o te Moana, 18 science exposure and engagement 
programmes.  
• Tū Kahika (Foundation Year Health Sciences Scholarship)19 aims to assist selected 
Māori students into and through the Foundation Year Health Sciences Course at the 
UOLCFY (University of Otago Language Centre and Foundation Year). Tū Kahika 
aims to prepare Māori students for further tertiary Health Sciences study. 
• Te Whakapuāwai (Health Sciences First Year achievement)20 supports Māori 
students enrolled in Health Sciences First Year (HSFY), providing information 
 
15 https://www.otago.ac.nz/mhwdu/tearahauora/index.html 
16 REACH is a fully funded three day residential programme for Yr 13 Māori students to experience 
University life first-hand at the University of Otago, Dunedin campus. 
https://www.otago.ac.nz/mhwdu/tearahauora/index.html 
17 Te Rauawa o te Pahi is a science enrichment and extension programme for Yr 10 Māori students from 
South Canterbury, Otago and Southland Secondary Schools. It is a fully funded six day residential 
programme where students will undertake a research project at the University of Otago’s NZ Marine 
Studies Centre. https://www.otago.ac.nz/mhwdu/otago115493.pdf 
18 Rangatahi o te Moana is a five-day residential programme for Yr 11 and 12 Māori students to undertake 






about entry into professional programmes, academic support and opportunities for 
whanaungatanga (establishing relationships) with other Māori HSFY students.  
• Tū Tauira Hauora (BSc and Health Professional Programme Support)21 aims to 
increase recruitment from tertiary and other sectors and maintain high levels of 
retention in Health Professional and Health Sciences Degree Programmes.  
The MHWDU support aspiring and successful Māori health professional students in 
addition to Māori health sciences students more broadly. The provision of Māori targeted 
pipeline programmes by the MHWDU is consistent with point 2.2 in the latest academic 
audit of the University of Otago which stipulates “Universities should use policies and, or 
procedures which are designed to assist the access and transition of equity groups or other 
priority groups”, as well as point 4.2 which states “Universities should use processes for 
assisting the retention, academic success and completion rates for particular groups 
including, Māori…” (Universities Academic Quality Agency for New Zealand, 2016). Tū 
Kahika forms only one component of the MHWDU intervention streams. However, like 
other foundation programmes, it plays an integral role in remedying the educational 
inequities experienced by Māori at secondary school level and increasing academic 
preparedness for further tertiary health sciences study, thereby contributing to the health 






2.3 Tū Kahika Foundation Year Scholarship  
2.3.1 Description 
This research evaluates the Tū Kahika Foundation Year Scholarship programme 
specifically. Tū Kahika fits in the pipeline schematic (refer to figure 1.) as a recruitment 
intervention (see 2nd red arrow from the left in figure 1.) that assists Māori secondary school 
leavers who may be socio-economically and, or educationally disadvantaged to enter into, 
and progress through, the Foundation Year Health Sciences Course at the UOLCFY 
(Maxwell-Crawford, 2012).  
Tū Kahika was first established in 2010 and is a culturally responsive transition programme 
that provides holistic, wrap-around support and prepares students for study in Health 
Sciences (particularly HSFY) and a future career in Māori Health (Maxwell-Crawford, 
2012; Universities Academic Quality Agency for New Zealand, 2016; University of Otago, 
2020g).  
Specific criteria for application for Tū Kahika include having Māori whakapapa (ancestry), 
showing a commitment to Māori health and Māori development, being in Year 13 of study 
(or a recent school leaver) and showing a commitment to pursue Health Sciences study and 
a career in health (a strong science and math background up to Year 13 is preferred). The 
scholarship supports students to stay in one of two chosen residential colleges22 during their 
Foundation year of study. Applicants must submit both an online Tū Kahika application 
and a residential application to be considered for the programme. Shortlisted Tū Kahika 
applicants are interviewed with their whānau (family) in their home region by Tū Kahika 
 




staff. The interview serves as an opportunity for students and whānau to meet programme 
staff, learn about the programme and have their questions answered. Applicants are notified 
shortly after the interview if they have been accepted into the Tū Kahika Foundation Year 
Scholarship programme (University of Otago, 2020g). 
Successful Tū Kahika applicants are provided enrolment into the Foundation Year Health 
Science course, guaranteed accommodation in either Studholme or Arana residential 
colleges, $10,000.00 contribution towards accommodation costs, comprehensive additional 
pastoral and academic support, dedicated kaiārahi (Māori student co-ordinator) and Tū 
Kahika tuākana (previous Tū Kahika Foundation Year Scholarship recipients)(Feeney, 
2019; University of Otago, 2020g). 
The Foundation Year Health Sciences course is a full-time, two-semester course delivered 
by the UOLCFY. This course involves five papers each semester. In the first semester 
students are required to take Academic English I, Biology, Chemistry (Reactivity), Physics 
(Mechanics, Electricity and Waves) and Mathematics for Science. In second semester 
students are required to take Academic English II, Chemistry (Structure and Bonding), 
Human Biology, Health and Disease and Physics (Thermodynamics and Modern Physics). 
Students do not need UE but must have NCEA Level 2 to be eligible to apply to study at 
the UOLCFY as well as meet the minimum English language requirements. Applications 
to study at the UOLCFY are assessed on a case-by-case basis (University of Otago 
Language Centre and Foundation Year, 2020). After successfully completing the 
Foundation Year Health Sciences course, students receive a Foundation Studies Certificate 
in Health Sciences. 
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2.3.2 Tū Kahika outcomes 
Tū Kahika has resulted in a range of success to date including a retention rate of 98% in 
tertiary study (Feeney, 2019). Further indications of the success of Tū Kahika include an 
increase in the number of Māori students gaining entry to health sciences professional 
programmes (Crampton et al., 2018; Universities Academic Quality Agency for New 
Zealand, 2016). 
2.3.3 Rationale for evaluation 
Tū Kahika has reached its 10 year anniversary and it is timely to undertake a detailed 
evaluation that will investigate the effectiveness of Tū Kahika in relation to academic 
pathways, and its impact on its recipients. This will inform programme operation into the 
future and inform other TEIs who deliver or may be interested in delivering similar 
programmes. Evaluating Tū Kahika is consistent with point. 4.1 in the latest academic audit 
of the University of Otago; “Universities should use processes for monitoring and 
enhancing students engagement with their study and learning” (Universities Academic 
Quality Agency for New Zealand, 2016). 
2.4  Policy Context  
2.4.1 The Mirror on Society Selection Policy 
Another important part of fulfilling the University of Otago’s commitment has been the 
establishment of the Mirror on Society Selection (MoS) policy in 2012. The MoS policy is 
a policy that “promotes and facilitates academic equity for Māori students, and for students 
from other under-represented MoS category groups, who have the potential to succeed 
academically and who have applied via the application process” (University of Otago, 
2020d). The MoS policy is consistent with point 2.2: “Universities should use policies and, 
or procedures which are designed to assist the access and transition of equity groups or 
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other priority groups” and point 4.2: “Universities should use processes for assisting the 
retention, academic success and completion rates for particular groups including, Māori 
and international students” of the latest academic audit of the University (Universities 
Academic Quality Agency for New Zealand, 2016). The MoS policy was developed to 
ensure the student intake reflects the ethnic and socio-economic realities of the 
communities which students would go on to serve (University of Otago, 2018b).  
The University of Otago’s selection processes at present identify students who have the 
aptitudes and academic ability (as measured by grade point average) to successfully 
complete its long and demanding programmes. Students from under-represented MoS 
category groups who then meet the admissions criteria are given priority (Crampton et al., 
2012).  
When the policy was first introduced the MoS category groups consisted of Māori23, New 
Zealand Resident Indigenous Pacific Origins (NZRIPO)24 and New Zealand Rural Origins 
(Crampton et al., 2012). Consequently, between 2010 and 2016, there was a marked 
increase in the proportion of Māori students (124% increase) and Pacific students (121% 
increase) in health professional programmes, more pronounced in medicine and dentistry 
(increases of 179% and 133% respectively). There was also an increase in the proportion 
of students from rural areas from 19.2% to 22.5% (Crampton et al., 2018).  
However, there was little change seen in the socioeconomic profile of health professional 
students. Currently at Otago, 52% of students in health professional programmes come 
 
23 Māori candidates for admission must have their ancestry verified by the University and submit a personal 
supporting statement 
24 NZRIPO candidates for admission must have their ancestry verified by the University, be endorsed by a 
leader of a Pacific Island Community Group and submit a personal supporting statement 
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from high-decile schools, with only 4% coming from low decile schools (University of 
Otago, 2020a). This saw the development of the Socioeconomic Equity (EQ) Project which 
supports students from low-decile schools to progress into health professional programmes. 
Support provided includes a peer-educator led academic programme referred to as 
“Swat”25, full group support and individual support from the Socioeconomic Equity Project 
team (University of Otago, 2020f). In addition, a socioeconomic26 category was added to 
MoS category groups for entry into health professional programmes for 2020, along with 
refugee27. 
Despite the obvious success of the MoS policy detailed by Crampton et al., (2018), recently 
proposed changes presented in a discussion document to the Medical Admissions 
Committee may potentially limit any future progress. Controversial and highly-publicised 
proposed changes reported to be in the discussion document include a suggestion to cap 
the Māori entry pathway to 56 students, the Pacific Entry pathway to 20 students, the 
Socioeconomic pathway to 20 students and the refugee pathway to just 2 students 
(Hurihanganui, 2020). While it is not clear what information or evidence informed these 
suggestions, what is vividly clear is the introduction of a cap (of any number) to MoS 
categories is not only counterintuitive to the purpose of the policy itself, but also the 
commitments outlined in the Division of Health Sciences Strategic Plan 2021-2027, the 
goals of the University of Otago’s Māori Strategic Framework 2022 and is ultimately, an 
 
25 Swat is a study skills peer-led programme specific to HSFY. It’s designed and led by students who have 
already gained entry into a health professional programme 
26 Socioeconomic candidates for admission must have attended a Decile 1-3 secondary school during Years 
11, 12 and 13  
27 Refugee candidates for admission must have themselves or parents/primary guardian(s) been granted 
refugee status in New Zealand 
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abject failure to meet the contractual obligations the University of Otago has as a Crown 
entity, and therefore, Treaty Partner under Section 7 (1) (e)  of the Crown Entities Act 2004 
and Section 281 (1) (b) of the Education and Training Act 2020 (Crown Entities Act, 2004; 
The Education and Training Act, 2020; University of Otago, 2017, 2020b). The success 
achieved so far in increasing the diversity of health professional students, more specifically 
the number of Māori health professional students at the University of Otago has been due, 
in part to the proactive nature of the support provided by the MHWDU and the MoS policy. 
The University of Otago has been proud in celebrating this achievement and deservedly so 
(University of Otago, 2018a, 2018b, 2019). The long term impacts of these students’ 
achievements will be transformational for not only themselves, but also their whānau, their 
communities and New Zealand society (University of Otago, 2019). However, establishing 
a cap on the MoS categories would seek to minimise the proactive actioning of the 
University of Otago’s equity policy and strategy to mere semantics of benevolent inclusion 
-likened to the very same “reductionist effort” described by the Waitangi Tribunal in 
reference to the current legislation (Waitangi Tribunal, 2019).  
2.5 Māori Learners and Foundation Programmes 
2.5.1 Background – Gaps in the Literature 
Foundation programmes are an important recruitment intervention in the health workforce 
pipeline aiming to address education inequities and contribute to increasing the Māori 
health workforce. Foundation programmes are intensive preparatory courses focused on 
supporting learners to work at a higher academic level by acquiring necessary academic 
skills (Chauvel & Rean, 2012). Mullane (2011) suggested that “foundation/bridging 
programmes alongside internal organisational support structures has shown to help 
minimise the educational gap experienced by indigenous learners” in Australia. In 
Aotearoa, New Zealand there are strong indicators that foundation programmes could be 
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effective in bridging Māori learners into tertiary study. Chauvel & Rean, (2012) identified 
enhancing learners’ academic preparedness through bridging courses and foundation 
programmes as a key enabler for Māori learners to successfully transition to tertiary 
education.  
Despite the integral role they play, there is a lack of literature specifically on understanding 
the benefits of foundation programmes for Māori and what facilitates strong Māori learner 
outcomes (May, 2009; McMurchy-Pilkington, 2011a; Mullane, 2011). There is also a gap 
of information regarding Māori learners’ experiences in foundation programmes and an 
understanding of what is facilitating Māori learners to progress from foundation to higher-
level study. Furthermore, where there is literature on specific interventions aimed at Māori 
learners, it more often than not, simply describes the intervention rather than examine its 
impact (Chauvel & Rean, 2012). The impetus for this research stemmed from this paucity 
of information and the desire to capture the impact of Tū Kahika on its recipients.  
2.5.2 Hikitia Te Ora – Certificate in Health Sciences (CertHSc) 
An example of one of these foundation programmes is the Hikitia Te Ora – Certificate in 
Health Sciences (CertHSc)28 in the Faculty of Medical and Health Sciences at the 
University of Auckland. Hikitia Te Ora is a one-year foundation programme established in 
1999 that ambitiously caters not only to Māori students, but in the spirit of manaakitanga 
(hospitality, kindness, generosity, support) and in the acknowledgement of the high need 
for Pacific health professionals -Pacific students as well (Dirks et al., 2006). Hikitia Te Ora 






which aims to increase the number of Māori and Pacific health professionals to 10% of the 
health workforce by 2020 (University of Auckland, 2020b). The programme covers a wide 
range of subject areas from population health, biology and mathematics to academic and 
professional development. It aims to help students learn academic skills such as note-
taking, time-management, report-writing and critical thinking, as well as develop an overall 
confidence and independence in learning (University of Auckland, 2020a). By 2005 the 
programme saw a significant increase in enrolments (30 in 1999 to 85 in 2005) and had 
become the pathway for the largest number of Māori students into the Faculty of Medical 
and Health Sciences (Dirks et al., 2006).  
A two-year qualitative project conducted by Curtis, Townsend, et al., (2012) highlighted a 
number of teaching and learning practices within Hikitia Te Ora that helped or hindered 
Māori and Pasifika student success. These included using effective practices for teaching 
and learning -with particular reference to tutorial delivery and learning environment (e.g. 
structural framework, positive atmosphere), growing independent learners, supporting the 
empowerment of the learner via activities influencing ‘student motivation and confidence’ 
and ‘cultural pride’ (e.g. the introduction of set office hours). It also identified harnessing 
the positive cohort effect (e.g. Māori and Pacific Admissions Scheme (MAPAS)29 wānanga 
(seminar, conference, forum, educational seminar) as a teaching practice that helped or 
hindered success. Māori and Pasifika student ‘success’ included the movement towards an 
achievement of pass grades or higher, a sense of accomplishment and fulfilling personally 
important goals. This concept of success is broad, linking with individual and community 
 
29 MAPAS is designed to help Māori and Pacific students reach their goals so they can contribute and be a 
valuable part of increasing the number of Māori and Pacific health professionals needed in New Zealand. 




notions of potential, effort and achievement over time (Curtis, Townsend, et al., 2012). 
This is consistent with Phillips & Mitchell (2010) who suggest that the sole reliance on 
numerical targets in defining Māori learner success can disguise the strength of other 
significant outcomes being achieved at TEIs (for example, personal growth and 
development).  
2.5.3 Māori Learner Success in TEIs  
Chauvel & Rean (2012) describe Māori learner success as going beyond the usual key 
performance indicators (KPIs) to encompass “learners’ progression within the institution, 
their personal development and growth, and their ability to enhance the wellbeing of 
whānau, hapū [sub-tribe], iwi and their communities”.  
Considering that Māori students are entering into TEIs with a unique lived experience 
consisting, in part, of an inter-generational history of health and education inequities 
(previously described), it makes sense that the definition of one’s success should also 
encompass the acumen to overcome these. In addition, like all things that aim to cater 
specifically to and for Māori, the definition of Māori learner success should also be 
informed by a Māori world-view, which according to Ka’ai & Higgins (2004) is both 
holistic and cyclic - extending beyond arbitrary statistics. Consequently, this research will 
evaluate the impact of the Tū Kahika Foundation Year Scholarship on recipients, taking 
into consideration, this unique definition of Māori learner success.  
2.5.4 Māori Transitions into Tertiary Education 
Although there is limited literature exclusively on successful elements of foundation 
programmes for Māori, Chauvel & Rean  
(2012) compiled literature identifying common barriers and enablers to Māori successfully 
transitioning into tertiary education. These were categorised into three transitional stages: 
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Māori learners in secondary school; experiences post-secondary school and during TEI 
enrolment; and first semester experiences of TEIs.  
During the first transitional phase i.e. Māori learners in secondary school, the main barrier 
identified was the lack of guidance, information and support available to rangatahi (youth) 
to set goals and make informed decisions about subject choices at secondary school 
(Chauvel & Rean, 2012). Consequently, rangatahi would leave school without clear 
educational and career goals and pathways and without having completed the relevant 
secondary school subjects. The key enablers identified for Māori learners at secondary 
school consisted mainly of suggested actions for TEIs. These included establishing strong 
relationships with secondary schools to develop initiatives focused on encouraging students 
to aspire to tertiary study, to ensure appropriate information is proactively made available 
to students and their whānau and to establish culturally relevant and appropriate 
engagement with rangatahi and whānau (Chauvel & Rean, 2012). Facilitating engagement 
with peers and role models that show rangatahi that they can aspire to tertiary study and 
be welcomed and supported in tertiary environments, was also seen as an enabler that TEIs 
could action (Chauvel & Rean, 2012). 
In the second transitional phase, i.e.  post-secondary school and TEI enrolment, the lack of 
information, guidance and support post-school and during enrolment was identified as a 
barrier (Chauvel & Rean, 2012). Experiences during this phase could influence Māori 
learners’ perceptions of the tertiary environment and be the ‘tipping point’ in the decision 
to engage with TEIs, or not. Key enablers identified included the proactive provision of 
easily accessible information, guidance and support and the opportunity to create social 
and academic connections prior to commencing study. Developing these relationships prior 
has been shown to facilitate successful learning outcomes (Brown, 2007; Hawk et al., 
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2002). The involvement of whānau was also fundamental to facilitating an understanding 
of requirements and expectations, and to support ongoing involvement in student’s learning 
experiences (Chauvel & Rean, 2012). This is consistent with Stoicovy (2002) who proposes 
that academic difficulties emerge from a discontinuity between the culture of the learner’s 
home environment and that of the school. Therefore, involving whānau and maintaining 
this involvement is important for successful transition to the tertiary environment. 
Lastly, in the third transitional phase i.e. transitioning student’s first semester experience, 
a lack of academic preparedness and familiarity with academic requirements were the main 
barriers identified. This led to a feeling of isolation, further exacerbated if students did not 
have pre-existing relationships with supportive staff or peers (Chauvel & Rean, 2012). 
Teacher/staff - learner relationships are especially important when students are members 
of ethnic minorities or marginalised groups (Anderson et al., 2020; R Bishop et al., 2003; 
Castagno et al., 2008; Gay, 2002; Irvine, 2010). This is particularly important for Māori 
learners. Key enablers in the first semester included the facilitation of proactive, culturally 
responsive, academic and social engagement. Gay (2002) describes a culturally responsive 
learning environment as one that affirms the learner’s identity as integral for learning and 
teaching. Castagno et al., (2008) goes further to suggest that culturally responsive schooling 
builds a bridge between the learner’s home culture and their education. Suggested ways 
that TEIs could facilitate a culturally responsive environment include having Māori peer 
mentors, Māori tutorials, learning communities and the integration of this support into the 
core curriculum (Chauvel & Rean, 2012). Other key enablers included frequent in-depth 
feedback from academic staff and lastly, recognition of the importance of holistic wellbeing 
and the provision of culturally appropriate care (Chauvel & Rean, 2012). 
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The University of Otago has an important role in increasing the Māori health workforce 
through recruitment and retention interventions such as foundation programmes like Tū 
Kahika. The literature on Māori successfully transitioning directly to tertiary education 
indicates a number of integral components that TEIs should take into consideration. These 
considerations have been accounted for in formulating the research questions, the study 





Chapter Three: Tikanga o te Kaupapa nei 
3.1 Overview 
Tikanga o te kaupapa nei outlines the four research questions that this evaluation aims to 
answer. This chapter then describes the participants, methods, ethics and recruitment, study 
design and analysis. The chapter concludes by describing the Kaupapa Māori Evaluation 
(KME) methodology utilised and the rationale for these methodological choices. 
3.2 Research Questions and Methods 
3.2.1 Questions 
Tū Kahika aims to increase academic preparedness of Māori secondary school leavers for 
future tertiary Health Sciences study, thereby contributing to the health workforce pipeline 
and eventually, the Māori health workforce (Curtis et al., 2015; Curtis, Wikaire, et al., 
2012; Dirks et al., 2006; McMurchy-Pilkington, 2011b).  
(1) What is the socio-demographic and educational profile of the recipients of the Tū 
Kahika Foundation Year Scholarship?  
In order to effectively evaluate Tū Kahika and understand it’s impact on recipients, it is 
important to understand the diversity of Tū Kahika recipients and the unique background 
and experience they bring with them. While Tū Kahika is specifically for Māori students, 
this research acknowledges that Māori are not homogenous peoples and are diverse in 
background and experience (G. H. Smith, 2012). This question emphasises the importance 
of gaining an understanding of the socio-demographic and educational profile of the 
recipients of the Tū Kahika Foundation Year Scholarship. The analysis includes presenting 
the sociodemographic composition and educational profile of receipients of the Tū Kahika 
Foundation Year Scholarship.   
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(2) What is the impact of Tū Kahika on the recipients of the Tū Kahika Foundation 
Year Scholarship?   
There is a paucity of information about the benefits of foundation learning for Māori and 
what facilitates Māori learner outcomes at this level (May, 2009; McMurchy-Pilkington, 
2011a; Mullane, 2011). Nāianei also highlighted a gap in the literature regarding Māori 
learner’s experiences in foundation programmes and what is facilitating Māori learners to 
progress from foundation to higher level study (Chauvel & Rean, 2012). Consequently, this 
evaluation will seek to contribute to filling this gap in the literature and provide an 
understanding about the impact of Tū Kahika on the recipients of the Tū Kahika Foundation 
Year Scholarship. 
(3) What are the recommendations for quality-improvement of the Tū Kahika 
Foundation Year Scholarship?  
This question investigates how Tū Kahika can be quality-improved for future recipients of 
the Tū Kahika Foundation Year Scholarship. The research explores what has and has not 
worked well for recipients of the Tū Kahika Foundation Year Scholarship, so that it may 
be improved for future recipients. 
(4) To what extent is the Tū Kahika Foundation Year Scholarship transferrable to 
other educational settings?  
This research question looks to the future. It focuses on to what extent the Tū Kahika 
Foundation Year Scholarship is transferrable to other educational settings in order to inform 
important stakeholders, such as other TEIs that may have interests in implementing 
something similar to Tū Kahika within their own institutions. 
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3.2.2 Mixed Methods 
A mixed-methods quantitative and qualitative design was considered the best way to 
approach the research questions. A quantitative survey enables a greater reach of recipients 
of the Tū Kahika Foundation Year Scholarship and provides an opportunity to demonstrate 
diverse outcomes (Creswell & Clark, 2017). Qualitative interviews give time and space for 
kōrero (discussion), gathering rich, in-depth perspectives on Tū Kahika and its impact on 
recipients (Creswell & Clark, 2017). The decision to include a qualitative component was 
made with the intention of empowering the Māori learner voice which evidence suggests, 
has important implications for producing positive outcomes related to learning, quality-
improvement and sustainable organisational change (Tahau-Hodges, 2010). Listening to 
the voices of Māori students builds an evidence-base of Māori student perceptions to 
understand how TEIs might serve them better (Devlin, 2009). Combining both quantitative 
and qualitative elements would provide both breadth and depth in perspectives on Tū 
Kahika (Johnson et al., 2007). This is also consistent with a Kaupapa Māori paradigm. 
Consequently, a two-phased mixed-methods approach utilising an online survey to all Tū 
Kahika Foundation Year Scholarship recipients (2010-2019), followed by ten kanohi-ki-te-
kanohi (face to face) semi-structured qualitative interveiws were used. 
3.2.3 Participants 
Participants in the evaluation were Tū Kahika Foundation Year Scholarship recipients from 
cohorts spanning 2010-2019. The number of Tū Kahika Foundation Year Scholarships 
offered each year from 2010 to 2019 have ranged between 10 to 19 places. There are a total 
of 169 recipients of the Tū Kahika Foundation Year Scholarsip from cohorts 2010-2019 
and all of them were approached to participate in the online survey component of this study. 
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A subset (16) of those survey participants were invited to participate in further qualitative 
interviews. 
3.2.4 Ethics 
Category B Ethical Approval was sought and obtained from the University of Otago 
Human Ethics Committee (reference code D19/271) in September 2019.30 Important 
ethical considersations included upholding the mana (prestige, authority) of participants by 
protecting their private information and preserving their anonymity. Consequently, Kōhatu 
staff de-identified the Tū Kahika database used for recruitment by removing names prior 
to providing access to the researcher. Anonymity and privacy of survey participants were 
maintained during analysis of results through the use of a de-identified unique code 
provided automatically with Survey Monkey Software. Anonymity and privacy of 
interview participants were maintained by allocating pseudonyms during transcription. 
Information sheets and consent forms were provided to all participants.31 Consent was 
obtained from survey participants at the beginning of the online survey. Written consent 
was obtained from interview participants either at the time of the interview or via email if 
the interview was conducted via Zoom. 
Given the participants, researcher and supervisors were all Māori, important ethical 
considerations were also made in regards to te reo me ōna tikanga (the Māori language and 
its customs). The researcher acknowledged that although she has minimal te reo Māori 
(Māori language), participants should be able to express themselves in te reo Māori if they 
 
30 Please refer to Appendix A for the Category B Ethics Application and Appendix B for the Category B 
Ethical Approval Form from the University of Otago Human Ethics Committee 




felt that way inclined. This was not only to allow participants the option to express their 
whakaaro (thoughts) in a way that came most naturally to them, but also to whakamana 
(empower) the reo (language) and acknowledge its status as an official language of 
Aotearoa, New Zealand. As a result, the use of te reo Māori was proactively encouraged 
during recruitment and also in participant information sheets. Kōhatu and Te Rōpū 
Rangahau Hauora a Eru Pōmare staff known to the supervisors of this research, who have 
fluency in te reo Māori provided translations of data where required. Karakia timatanga 
(opening prayer) and karakia whakamutunga (closing prayer) were also provided and led 
by the researcher before and after every interview in order to create a safe space to share 
open and honest korero (discussion) while upholding the mana of participants and the 
researcher. As a previous Tū Kahika scholarship recipient, the researcher is an insider to 
the community being researched. This implies a number of ethical considerations that are 
discussed further in 3.6.2 Rationale for Kaupapa Māori Evaluation. 
Consultation was undertaken with Te Komiti Rakahau ki Kāi Tahu (Ngāi Tahu Research 
Consultation Committee) at the University of Otago. Te Komiti acknowledged Tū Kahika 
as a “flagship programme for the University”, that “has contributed exponentially to 
increasing the number of Māori medical practitioners in Aotearoa”, and so they considered 
“the research to be important in documenting the learnings”.32 
3.2.5 Recruitment 
Survey participants were recruited through attendance at Tū Kahika 
whakawhanaungatanga (process of establishing relationships, relating well to others) 
 




events, email provided from the Tū Kahika database by Kōhatu – Centre for Hauora Māori, 
Facebook advertisement on the Tū Kahika Facebook page, private Facebook message and 
word of mouth. Interview participants were recruited through private Facebook message 
and word of mouth. 
3.2.6 Data Collection 
Data collection for this evaluation occurred in two phases, Phase Tuatahi, Rārangi Pātai 
(online survey), followed by Phase Tuarua, Uiuinga (interviews).  
3.3 Phase Tuatahi, Rārangi Pātai (Online Survey) 
3.3.1 Survey Participation 
Phase Tuatahi consisted of an anonymous online survey using Survey Monkey software 
and was initiatied through a series of Tū Kahika whakawhanaungatanga events before 
being advertised and made freely available to Tū Kahika Foundation Year Scholarship 
recipients online. Tū Kahika whakawhanaungatanga events included: 
• Tū Kahika 2019 Completion ceremony at Arana College, University of Otago, 
Dunedin (34 participants) 
• Tū Kahika ki Ōtautahi (Christchurch) Kai & Kōrero, MIHI Māori/Indigenous 
Health Institute), University of Otago, Christchurch (5 participants) 
• Tū Kahika ki Pōneke (Wellington) Kai & Kōrero, (Te Rōpū Rangahau Hauora a 
Eru Pōmare, University of Otago, Wellington (4 participants) 
At each of these events, Tū Kahika scholarship recipients were provided with a survey 
participant information sheet33 about the study and encouraged to ask questions. Interested 
 
33 Please refer to Appendix D for the survey participant information sheet 
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Tū Kahika scholarship recipients provided their email addresses and were emailed a link 
to participate. Consent was obtained at the beginning of the survey.  
After the last whakawhanaungatanga event, information about the study and an invitation 
to participate was emailed to all 169 Tū Kahika Foundation Year scholarship recipients by 
Kōhatu – Centre for Hauora Māori using the Tū Kahika Database. Information about the 
study and a link to participate in the online survey was also advertised through the Tū 
Kahika Facebook page. The online survey was kept open for two weeks after the initial 
email invitation was sent out. After one week, a reminder email was sent to Tū Kahika 
scholarship recipients encouraging their participation. There was a response rate of 67.5% 
with a total of 114 respondents (100 with full completion and 14 partially completed) 
participating in the survey. 
3.3.2 Survey Development 
The process of survey development began with careful review of the study questions and 
identifying the purpose of the survey and its sections. Questions related to socio-
demographic profile included participants sex, ethnicity, iwi, disability status and language 
proficiency aligned with the New Zealand 2013 Census (Statistics New Zealand, 2013). 
Challenges posed by Crampton et al., (2018) regarding the participation of students with 
disabilities and those who identify as gender diverse in University of Otago health 
professional programmes were also taken into consideration. Adjustments and additions 
were made to questions regarding gender and sex to reflect the diversity of gendered lives 
and better align survey measurement practice with contemporary gender theory (Westbrook 
& Saperstein, 2015). Consultation was also undertaken with Dr Gill Rutherford (PhD), 
Senior Lecturer in Education and Disability Studies at the University of Otago College of 
Education to ensure questions regarding disability status were appropriate and purposeful. 
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Given the recommendations made by Bristowe et al., (2016) and University of Otago 
(2020a) regarding the ideal academic preparation for Health Sciences tertiary study, a 
section was dedicated to obtaining an education profile of participants. This included 
questions on science subject participation and attainment, as well as University Entrance 
(UE), so that information provided aligned with Ministry of Health (2014) data. A section 
of the survey was also dedicated to participant’s experience of the application and interview 
process for Tū Kahika for the purposes of quality-improvement.  
The main body of the survey was made up of questions asking about the perceived 
academic impact, financial impact, importance of cultural values and approaches and 
pastoral support offered as part of Tū Kahika. This provides insight into the impact of Tū 
Kahika on recipients, thus helping to fill the gap in the literature about the benefits of 
foundation learning for Māori (May, 2009; McMurchy-Pilkington, 2011a; Mullane, 2011)  
Participants were also provided an opportunity to comment on particular personal 
highlights and encouraged to make recommendations on areas for improvement.  
The survey was mainly in English but did contain some Te Reo Māori in alignment with 
the Kaupapa Māori principle, taonga tuku iho (cultural aspirations, reo, tikanga, kawa). 
Different styles of questions were used including specific, Likert scale, multi-choice and 
free-text options. The survey culminated with an option for participants to express their 
willingness to participate in a follow-up interview.34 
3.3.3 Survey Monkey 
 
34 Please refer to Appendix E for the survey 
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The survey was digitised, administered and analysed using the online survey development 
tool, Survey Monkey. Survey Monkey is an online based survey development and delivery 
programme that allows the subscriber to develop online surveys that can be shared on social 
media using a shareable link, emailed or alternatively, physically printed (Survey Monkey, 
2020). SurveyMonkey was used to create the survey sent to participants and generate a 
shareable online link. The link was posted on the Tū Kahika Facebook page and emailed 
to Tū Kahika Scholarship recipients, it included a summary explaining the reason for the 
study and a participant information sheet.  
3.4 Phase Tuarua, Uiuinga (Interviews) 
3.4.1 Interview Participation 
Of the 114 survey respondents that participated in the survey, 72 respondents indicated 
their interest in participating in a follow-up interview. The Tū Kahika database was used 
to purposively sample 16 of those for phenomenal and demographic variables (Braun & 
Clarke, 2013) including: 
• Year participated in Tū Kahika (2010-2019) 
• Sex 
• Secondary school attended (Wharekura35 or mainstream) 
• Geographical home location 
• NZDep 201336 
• School Decile 
 
35 Wharekura are composite or secondary immersion Te Reo Māori secondary schools in New Zealand 
36 NZDep 2013 is an area based-based measure of socio-economic deprivation dervied from census data in 
New Zealand (Atkinson et al., 2014) 
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Purposive sampling was used to ensure that a range and diversity of different groups from 
within the Tū Kahika Foundation Year Scholarship recipient population were included in 
the sample (Braun & Clarke, 2013). Purposive sampling also ensured a sample was created 
that would generate ‘insight, in-depth understanding’ and ‘information rich’ data to analyse 
(Patton, 2002). Each prospective participant was provided with a interview participant 
information sheet37 about the study via email and/or private message on Facebook and 
invited to participate in an interview. Of the 16 respondents to the request, 11 were 
interviewed. Four interviews were conducted kanohi-ki-te-kanohi and seven were 
conducted using Zoom. Each participant was given a koha (gift) provided by Kōhatu – 
Centre for Hauora Māori to acknowledge the time and effort given to participate. All 
interviews were double audio recorded using the Voice Memos38 and Otter Voice Meeting 
Notes39 applications on the interviewer’s mobile phone and laptop. 
3.4.2 Interview Schedule Development and Piloting 
The interview schedule40 was developed in careful consideration of the study questions 
with the intention of providing more rich, in-depth data to help explain or build upon initial 
quantitative results (Creswell & Clark, 2017). Qualitative data obtained would help explain 
significant (or non-significant results), outlier results, or surprising results from Phase One, 
Rārangi Pātai (Morse, 1991). A desire not to pre-determine likely experiences or 
perspectives of participants so that questions would not prompt responses meant that the 
 
37 Please refer to Appendix F for the interview participant information sheet 
38 Voice Memos is a downloadable Apple application that turns device into a portable audio recorder 
https://apps.apple.com/us/app/voice-memos/id1069512134  
39 Otter Voice Meeting Notes is a downloadable application that records audio and transcribes in real time 
https://otter.ai/ 
40 Please refer to appendix G for the interview schedule 
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semi-structured interviews contained open-ended questions and remained flexible. 
Therefore, there would be scope to enquire further and tailor subsequent questions to the 
initial answers provided. The interview schedule was piloted with Zaine Akuhata-
Huntington41 and adjusted accordingly. 
3.4.3 Interview Process 
At the beginning of each interview, whakawhanaungatanga was prioritised as an essential 
element to set the tone for the rest of the interview. The interview process was then outlined 
to the interview participant and they were given time to read over the interview participant 
information sheet and interview participant consent form.42 Participants were encouraged 
to ask any questions they might have. Important information regarding anonymity and 
confidentiality was reiterated and participants were encouraged to express themselves in te 
reo Māori if they wished. Each interview was opened with karakia tīmatanga led by the 
interviewer. At this point audio recording begun and the interview schedule was initiated. 
The interview was formally closed with karakia whakamutunga led by the interviewer and 
audio recording stopped. Interviews ranged from 45mins to an hour and a half. 
3.5 Data Analysis 
3.5.1 Quantitative Data Analysis 
Anonymity and privacy of survey participants were maintained during analysis of results 
through the use of a de-identified unique code. Only the primary investigator and research 
supervisors have access to the survey data. Survey Monkey collates the data gathered from 
responses with the option of viewing data both in raw form or summarised form with 
 
41 Ngāi Tūwharetoa, Ngāi Tūhoe, Ngāi Te Rangi, Ngāti Kahungunu ki Wairoa; Research Assistant, Kōhatu: 
Centre for Hauora Māori, Division of Health Sciences, University of Otago 
42 Please refer to Appendix H for the interview participant consent form 
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frequencies and percentages of responses, with the option of cross-tabulating as desired. 
These findings were used alongside specific analyses undertaken in Excel to augment the 
specific findings shown in Survey Monkey. 
3.5.2 Qualitative Data Analysis 
Anonymity and privacy of interview participants were maintained by allocating 
pseudonyms during transcription. Transcription was conducted via the Otter Voice Meeting 
Notes application and through the Kōhatu transcription service. A total of 10 consenting 
participant interview transcripts were included in analysis. Only the primary investigator, 
research supervisors and interview transcriber had access to the interview transcripts. 
Interview transcripts were coded and analysed using Interpretative Phenomenological 
Analysis (IPA) to identify key themes in relation to the study’s objectives. IPA is 
phenomenological in that it is concerned with the participant’s personal perception or 
account of an intervention (in this case, the Tū Kahika Foundation Year Scholarship), as 
opposed to attempting to produce an objective statement about the intervention (J. A. Smith 
et al., 1999). IPA acknowledges that the researcher is trying to take in an ‘insider 
perspective’ and notes that the researcher’s interpretation of the participant’s world is 
influenced and complicated by the researchers own conceptions (Conrad, 1987). Given the 
Kaupapa Māori methodological inferences of tino rangatiratanga (self-determination) and 
the researchers positioning as an ‘insider’ to the community being addressed, IPA was 
considered the most appropriate form of data analyses. 
The data and transcripts obtained from this study will be stored securely for five years. 




3.5.3 Triangulating Quantitative and Qualitative Data 
Data was triangulated to provide convergent validation of high-frequency reported survey 
data and commonly identified interview themes. Qualitative data was used to develop 
further analytic density and richness of the quantitative findings (Fielding, 2012) 
3.6 Kaupapa Māori Evaluation 
3.6.1 Defining Kaupapa Māori 
This study was conducted within a Kaupapa Māori research paradigm, utilising Kaupapa 
Māori evaluation (KME). Kaupapa Māori (by, for and with Māori; G. H. Smith, 1995) 
theory prioritises Māori ways of knowing and doing as valid and legitimate, dismisses 
victim blaming, and seeks to intervene at structural levels to improve the health and well-
being of Māori whānau (Pihama et al., 2002; L. T. Smith, 2012). Kaupapa Māori theory is 
the foundational lens for Kaupapa Māori research and KME (G. H. Smith, 1997). KME is 
an evaluation method that seeks to explain, measure and assess the quality of an 
intervention on the basis of how it relates to Māori and obligations that need to be 
considered under Te Tiriti o Waitangi (Carlson et al., 2017).  
Unlike traditional forms of Western programme evaluation that sought to critically examine 
a programme with the purpose of forming a judgment to improve effectiveness and inform 
decisions (Patton, 1987), KME privileges processes rather than outcomes and determines 
merit and worth through a collective and collaborative process (Cram & Lenihan, 2000; 
Jackson, 1996). KME is specifically focused on the emancipation of Māori, striving 
towards self-determination, transformation and a space that is uniquely and 
unapologetically Māori (Cram & Lenihan, 2000). KME is applied to this research to 
acknowledge the whakapapa of Tū Kahika, the mahi (work) of those who designed and 
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continue to deliver the programme, and most importantly, to capture the narrative of the 
recipients of the Tū Kahika Foundation Year Scholarship. 
3.6.2 Rationale for Kaupapa Māori Evaluation  
As previously outlined, Tū Kahika is designed as a recruitment intervention that aims to 
contribute to the health workforce pipeline and eventually the Māori health workforce 
(University of Otago, 2020g). Tū Kahika also seeks to address health and education 
inequities that continue to persist between Māori and non-Māori, contributing to the 
realisation of the University of Otago’s Treaty obligations, as well as those of the New 
Zealand Government (Health and Disability Act, 2000; The Education and Training Act, 
2020; University of Otago, 2017). 
KME was considered the most appropriate research methodology due to Tū Kahika being 
a programme estabished by, for and with Māori. The participants of this research are all 
recipients of the Tū Kahika Foundation Year Scholarship and have Māori whakapapa 
(ancestry). Professor Joanne Baxter (Kāi Tahu, Kāti Mamoe, Waitaha, Ngāti Apa ki te Rā 
Tō) is the Associate Dean Māori of the Division of Health Sciences, Director of the Kōhatu 
Centre for Hauora Māori and has played an integral role in providing strategic leadership 
over the Tū Kahika Foundation Year Scholarship programme at the University of Otago. 
Zoe Bristowe (Ngā Puhi, Ngāti Porou) is a Professional Practice Fellow at Kōhatu Centre 
for Hauora Māori and has coordinated the implementation of the Tū Kahika Foundation 
Year Scholarship programme since its inception in 2010. Both research supervisors are 
Māori and have a background in Kaupapa Māori research. As the student researcher, I am 
also Māori (Te Rarawa, Ngā Puhi, Ngāti Porou, Kāi Tahu) and a previous recipient of the 
Tū Kahika Foundation Year Scholarship in 2013. 
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It is important to acknowledge my position as an ‘insider’ from the community being 
researched and the perceived implications and risks that come with being an ‘inside’ 
researcher (L. T. Smith, 2012). The Kaupapa Māori ideal of tino rangatiratanga (self-
determination), or Māori autonomy over evaluations concerning Māori can be perceived 
by some as introducing bias and evading neccesary accountability. Stake (2003) argues that 
bias is possible in evaluation and goes further to state that it is unavoidable. However, Kerr 
(2012) argues that the assumption that Māori control over an evaluation concerning Māori 
will be unfairly biased and unable to produce accountability, incorrectly and unjustly infers 
that non-Māori control is somehow fairer and inherently less biased. Kaupapa Māori 
theorists challenge the view of ‘unfair bias’ in Māori research as one predicated on Western 
power and the hegemonic worldview of the majority (Pākehā) population (Pihama et al., 
2002; Pihama, 2010; L. T. Smith, 2012). Pihama (2001) states that evaluation of Māori 
initiatives or research conducted under the guise of ‘cultural invisibility’ (the absence of 
culture) where there is also obvious cultural dominance (Māori worldviews are not 
centralised, acknowledged or known about) could potentially lead to far greater bias and 
potentially harm, than when undertaken by a ‘culturally aware’ minority, such as Māori. 
Furthermore, it is suggested that there are in fact additional layers of accountability for 
Māori when undertaking evaluation, as Māori obligations surpass those of the project at 
hand and extend out further into our communities, whānau, hapū and iwi, long after the 
research has finished (L. T. Smith, 2012). The extra responsibilities can be taxing, not just 
because of what people might say directly but because of what researchers imagine their 
community may be saying (L. T. Smith, 2012).  
Kaupapa Māori research must be of value to Māori. It is not about the individual accolades 
of the researcher but extends to be of benefit to the people. This can be a stark contrast to 
Western/non-Indigenous research methods. Cultural safety of all involved in the research  
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is an important facet of KME and was a key consideration when deciding how best to 
approach this project. Mentoring by other indigenous scholars and experienced Kaupapa 
Māori researchers such as my supervisors as well as regular reflectory practice assisted me 
to mitigate risks and supported me to undertake this evaluation as an ‘inside’ researcher. In 
essence, the Māori whakapapa and hōnonga of the research supervisors and myself, the 
student researcher were considered not only appropriate, but imperative to carrying out this 
evaluation. 
3.6.3 Kaupapa Māori Principles 
Descriptions of KME vary from broad ranging principles to more prescriptive notions. 
Table 1 is a synthesised table of six of the more commonly agreed principles of Kaupapa 
Māori, tino rangatiratanga, taonga tuku iho, ako (culturally preferred pedagogy), kia piki 
ake i ngā raruraru o te kainga (socio-economic mediation/structural analysis), 
whānau/whanaungatanga (extended family and practice) and kaupapa (collective 
philosophy/vision) and how they were applied in this research (Barnes, 2000; Katoa Ltd, 
2020; G. H. Smith, 1997). Table 1 also shows how a seventh Kaupapa Māori principle was 
applied in this evaluation, kia Māori te ao (sustainability) which has become increasingly 
relevant over time with the impacts of global warming and climate change (Grootveld, 
2019) 




• The Māori whakapapa (ancestry) of participants, 
student researcher and supervisors. 
• The hōnonga (connection) of the participants, 
researcher and supervisors to Tū Kahika. 
• Ethical approval sought and gained from the Ngāi 
Tahu Māori Health Research Consultation 




Taonga Tuku Iho (cultural 
aspirations, reo, tikanga, kawa) 
• Inclusion of the student researcher’s pepeha (way 
of introducing self by specific connection to land) 
in participant research information.  
• Using te reo Māori (Māori language) in all 
participant research information.  
• Using te reo Māori in both quantitative and 
qualitative forms of data collection. 
• Encouraging participant use of te reo Māori 
during data collection. 
• Using karakia timatanga and whakamutunga 
(prayers to begin and end) in qualitative 
interviews. 
• Maintaining the mana (prestige, authority) and 
integrity of participants through ensuring privacy. 
Ako (culturally preferred 
pedagogy) 
• The student researcher’s perspective that this 
research project is a form of utu (reciprocity). 
• The student researcher acknowledging the 
experience of both tuākana and tēina participants 
as vital and important contributors to the research. 
Kia piki ake i ngā raruraru o te 
kāinga (socio-economic 
mediation/structural analysis) 
• The purposeful sampling of Tū Kahika 
scholarship recipients from varied NZDep 2013 
and school decile for interview participation. 
Whānau/Whanaungatanga 
(extended family and practice) 
• Initiating data collection (online survey) through 
whakawhanaungatanga – (fostering community) 
& kōrero events in the main UoO campuses 
before launching online, allowing kanohi-ki-te-
kanohi (face to face) interaction between 
participants and student researcher. 
• Prioritising time for whakawhanaungatanga at 
the beginning of all interviews.  
• Prioritising Tū Kahika Foundation Year 




• The participants’, supervisors’ and student 
researcher’s shared aspirations of: 
• Increasing the Māori health workforce. 
• Contributing to more positive Māori health and 
education outcomes. 
Kia Māori te Ao (Sustainability) 
• Using online surveys as oppose to paper surveys 
for quantitative data collection. 
• Using only online advertisement of study and 




• Reusing participant information sheets at Kai & 
Kōrero whakawhanaungatanga events. 
3.6.4 Utu (reciprocity) 
The concept of utu (reciprocity) was used to guide this evaluation. Utu is commonly 
referred to as revenge, due to the colonised re-telling of Māori history which tends to 
portray Māori as aggresive and primitive (Patterson, 1991). However, the concept of utu 
has a much broader interpretation whereby it informs the reciprocity of actions involving 
both good and bad situations (Reilly et al., 2018). This may manifest in the exchanging of 
favours and gifts or alternatively, may involve seeking retribution from an offended party 
over a failure to adhere to tikanga (correct procedure). Despite the different motivations 
that utu may encompass, the principle remains essentially the same, that is, to seek ea 
(balance; Moko-Mead, 2016). This research was undertaken as a form of utu through which 
my underlying intentions as the student researcher, were to provide an evaluation as a koha 
(gift) to give back to the Tū Kahika community for the role they played in my educational 
and health professional journey.  
Furthermore, the concept of utu was used as a method to recruit participants for the study. 
Given the importance of utu, Tū Kahika scholarship recipients were encouraged during 
recrutiment to view participating in this research as a way to give back to the Tū Kahika 
community after having received the scholarship themselves. This was made explicit by 
the student researcher at kai & kōrero (whakawhanaungatanga) events, in online 
advertising and also participant information sheets. 
 
48 
3.6.5 Tuākana-Tēina (Older sibling – Younger sibling relationship) 
The concept of tuākana-tēina (older sibling – younger sibling relationship) was also used 
in the recruitment of participants and was previously identified as a critical success factor 
for Kōhatu programmes, including Tū Kahika (Maxwell-Crawford, 2012). Tuākana-tēina 
refers to when a more experienced ‘tuakana’ (older sibling) helps and guides a less 
experienced ‘teina’ (younger sibling; Ministry of Education, 2009). Tuākana-tēina roles 
may be reversed at any time and recognises the strengths that both a teina and tuakana may 
bring to the relationship (Ministry of Education, 2020). Tū Kahika Foundation Year 
Scholarship recipients were encouraged to view participating in this research as a way to 
contribute towards improving the programme and providing better support for future 
generations of Tū Kahika tēina. Similarly to the application of utu, the use of tuākana -
tēina was also explicitly mentioned by the student researcher at kai & kōrero events, in 
online advertising and participant information sheets. The application of utu and tuākana-
tēina in the recruitment of participants were used to uphold the mana (integrity) of the 
research participants and the intended benefactors, future Tū Kahika Foundation Year 
Scholarship recipients. 
3.6.6 Whanaungatanga (establishing connections) 
The concept of whanaungatanga was used in qualitative and quantitative data collection 
and was also previously identified as a critical success factor for Kōhatu programmes 
(Maxwell-Crawford, 2012). Given the known value of whanaungatanga in Tū Kahika and 
its centrality within Kaupapa Māori theory, whanaungatanga was utilised in both 
quantitative and qualitative data collection (Russell Bishop et al., 2014). While simply 
launching the internet-based survey online may have been more convenient, 
whanaungatanga was positioned as an essential component of a kaupapa Māori approach 
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to the research. Kai & kōrero events were hosted in the three main Otago University 
campuses (Dunedin, Christchurch and Wellington). Tū Kahika scholarship recipients were 
invited, provided kai, given information about the study, encouraged to ask any questions 
and then invited to participate in the online survey. After these three events, the survey was 
then launched online. Time was also prioritised at the start of each semi-structured 
interview specifically for whakawhanaungatanga. 
Tikanga o te Kaupapa nei sets out the direction of this research by defining the research 
questions, outlining the mixed-methods used and describing how Kaupapa Māori 
Evaluation methodology was applied. By outlining the tikanga o te kaupapa nei this 
research was able to be conducted in a way that obtained the appropriate information in a 
culturally safe way that maintained and protected the mana of the researcher, supervisors 
and participants involved. 
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Chapter Four: Rārangi Pātai (Online Survey) Results 
4.1 Overview 
This chapter provides findings from Phase One: Rārangi Pātai (Online Survey). There was 
a response rate of 67.5% with 114 respondents undertaking the survey in total (100 with 
full completion and 14 partially completed). Findings are presented in the following 
sections: 
• Socio-demographic Profile 
• Education Profile 
• Application and Interview Process 
• Academic Impact 
• Importance of Cultural Values and Approaches 
• Pastoral Support 
• Financial Impact 
• Reflections of Tū Kahika 
Where respondents were offered the opportunity to provide additional comments, these 
were analysed and presented in corresponding sections. Due to wording limits of this thesis, 
only selected comments are included.  
4.2 Socio-Demographic Profile 
4.2.1 Year of Participation in Tū Kahika and Residential College 
The respondents spanned Tū Kahika cohorts from years 2010 to 2019.  Table 2 shows 
respondents came from a broad range of Tū Kahika year groups. Table 3 shows the 
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accommodation placement of respondents with a reasonably even distribution across 
Studholme College (53%) and Arana College (47%). 
Table 2: Year of Participation in Tū Kahika 






2010 14 3 (21.4) 
2011 19 9 (47.4) 
2012 10 8 (80.0) 
2013 18 18 (100.0) 
2014 19 13 (68.4) 
2015 17 11 (64.7) 
2016 18 10 (55.6) 
2017 18 8 (44.4) 
2018 17 13 (76.5) 
2019 19 19 (100.0) 




Table 3: Place of Accommodation during Tū Kahika 
Accommodation Frequency 
N(%) 
Studholme College 59 (52.7) 
Arana College 53 (47.3) 
Other (please specify) 0 (0.0) 
Total 112 
4.2.2 Sex and LGBTTQIAF identity 
Table 4 shows that almost 2/3 respondents (66%) identified as female. One respondent 
identified themselves as “other”, specifically non-binary. A small proportion (6%) 
identified themselves as part of the LGBTTQIAF (Lesbian, Gay, Bisexual, Takatāpui, 
Transexual, Queer, Intersex, Asexual, Fa’afafine) community. Table 5 shows the 
LGBTTQIAF status of respondents.  
Table 4: Sex 
Sex Frequency (%) 
Female 73 (65.8) 
Male 37 (33.3) 
Intersex 0 (0.0) 
Prefer not to answer 0 (0.0) 
 
53 
Other (please specify) 1 (0.9) 
Total 111 
 
Table 5: LGBTTQIAF (Lesbian, Gay, Bisexual, Transgender, Takātapui, Queer, Intersex, 
Asexual, Fa’afafine) Community Identification 
Response Frequency (%) 
No 100 (90.1) 
Yes 7 (6.3) 
Prefer not to answer 4 (3.6) 
Other (please specify) 0 (0.0) 
Total 111 
4.2.3 Age Group during Tū Kahika year 
Table 6: Age Group during Tū Kahika year 
Age Group (Years) Frequency (%) 
Under 18 11 (9.9) 
18-19 92 (82.9) 
20-24 7 (6.3) 
25-29 1 (0.9) 





Table 6 presents age and shows most respondents (83%) were aged 18-19 years during 
their Tū Kahika year.  
4.2.4 Ethnicity and Iwi Affiliations 
Table 7 shows respondent ethnicity noting that respondents were able to select multiple 
ethnicities. All respondents identified as Māori with just under half (46%) also identifying 
as New Zealand European (Pākehā). Six respondents selected “other” and provided 
ethnicities including Austrian, Serbian, Swiss and Tokelauan, Fijian, Rotuman and Danish.  
Respondents were able to provide details of multiple iwi and table 8 shows that respondents 
report whakapapa to a diverse range of iwi.  The most commonly reported were:  Ngā Puhi 
(25%), Ngāti Kahungunu (24%), Waikato Tainui (17%) and Ngāti Porou (14%).  
Table 7: Ethnicity 
Ethnicity Frequency (%) 
Māori 111 (100.0) 
New Zealand European (Pākehā) 51 (45.9) 
Samoan 4 (3.6) 
Cook Islands Māori 4 (3.6) 
Tongan 0 (0.0) 
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Niuean 0 (0.0) 
Chinese 0 (0.0) 
Indian 0 (0.0) 
Other (e.g. Dutch, Japanese, Tokelauan. 
Please state:) 
6 (5.4) 
Total Respondents 111 
 
Table 8: Iwi Affiliations 
Iwi Frequency (%) 
Ngā Puhi 27 (24.8) 
Ngāti Kahungunu 26 (23.9) 
Waikato Tainui 18 (16.5) 
Ngāti Porou 15 (13.8) 
Ngāti Raukawa 14 (12.8) 
Ngāi Tūhoe 13 (12.0) 
Ngāti Tūwharetoa 12 (11.9) 
Ngāti Maniapoto 10 (9.2) 
Ngāi Tahu/ Kāi Tahu 10 (9.2) 
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Other Iwi43 125 (114.68) 
Total Respondents 109 
 
4.2.5 Health Conditions experienced during Tū Kahika year 
Respondents were asked to indicate whether they had a health condition (lasting six months 
or more), which caused difficulty or prevented them from doing everyday things during 
their time in Tū Kahika. Table 9 shows that 11% of participants reported having a health 
condition. Those who identified as having a health condition or preferred not to answer 
(14%) were also asked to provide details of any support or resources they found most 
helpful. Eight of the 15 respondents contributed comments, and these were analysed for 
themes. Most comments identified some form of tutoring –individual or sourced through 
the Māori Centre, as most helpful. These 15 respondents were also subsequently asked if 
they had accessed Disability Information and Support44 at the University of Otago during 
their Tū Kahika Foundation Year. Two of the 15 respondents had accessed Disability 
Information and Support. 
Table 9: Health Condition (lasting six months or more) causing difficulty or prevention of 





43 Please refer to Appendix I for a full list of iwi and corresponding % 
44 Disability Information and Support is a student support service at the University of Otago that provides 




No 94 (86.2) 
Yes 12 (11.0) 






4.2.6 Language Proficiency during Tū Kahika year  
Table 10 shows the language proficiency of respondents during their Tū Kahika year and 
shows that 100% of respondents were English speakers at the time of completing Tū 
Kahika. For the purposes of this research, language proficiency is defined as being able to 
have a conversation about a lot of everyday things. Proficiency in Te Reo Māori (Māori 
language) was reported by 40%. Three respondents indicated that they spoke other 
languages including Mandarin, German and Italian.   
Table 10: Language proficiency during Tū Kahika year  
Languages spoken Frequency (%) 
English 110 (100.0) 
Te Reo Māori (Māori 
Language) 
44 (40.0) 
New Zealand Sign 
Language 
1 (0.9) 
Samoan 0 (0.0) 
Other (please specify) 3 (2.7) 
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Total Respondents 110 
4.2.7 Whānau University Attendance 
Participants were asked about their parent and whānau background in relation to University 
Education with questions on sibling, parent and extended whānau participation in 
University education.45 Table 11 shows a diverse range of whānau university attendance 
among Tū Kahika participants with 35% of respondents having had no-one in their 
immediate whānau ever go to university, 15% having no-one in their extended whānau and 
23% with extended whānau however not immediate whānau attending university. A total 
of 41% of respondents had one or both parents attend University. 
Table 11: Whānau University Attendance 
Statement Frequency 
No one in my immediate whānau (family) has ever 
been to University. 
38 (34.5) 
No one in my extended whānau (family) has ever been 
to University. 
16 (14.5) 
I have sibling(s) in University study but they are the 
first generation. 
13 (11.8) 
One or both of my parents went to University 45 (40.9) 
My parents and siblings have not attended University 
but I have extended whānau (family) who have 
25 (22.7) 
Total Respondents 110 
 




4.3 Education History  
4.3.1 NCEA Science Participation and Attainment prior to Tū Kahika 
Table 12 shows the level of NCEA (National Certificate of Educational Achievement) 
participation and attainment for respondents and highlights differences in respondent 
participation in and attainment of NCEA Level 3 across science subjects. Almost two thirds 
of respondents (61%) attained 14 or more credits in Biology and 53% had 14 or more 
credits in Chemistry. However, only 33% had 14 or more credits in Physics. Although 23% 
of respondents reported some participation in Physics, almost half (45%) of all respondents 
had no NCEA Level 3 Physics, while 17% of respondents had no NCEA Level 3 Biology 
and 18% had no NCEA Level 3 Chemistry. 
Table 12: NCEA science participation / attainment prior to Tū Kahika 




13 credits) (%) 
Attainment (14+ 
credits) (%) 
N/A46 (%) Total 
Biology 18 (16.5) 26 (23.9) 66 (60.6) 3 (2.8) 109 
Chemistry 20 (18.2) 34 (30.9) 58 (52.7) 2 (1.8) 110 
Physics 49 (45.0) 25 (22.9) 36 (33.0) 4 (3.7) 109 
 
46 Not NCEA Level 3; e.g. Cambridge 
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4.3.2 UE Attainment 
Table 13 shows the level of University Entrance (UE) attainment of respondents prior to 
participating in Tū Kahika. The majority of respondents (86%) attained UE prior to Tū 
Kahika, and 14% had not attained UE prior to Tū Kahika. 
Table 13: University Entrance (UE) Attainment prior to Tū Kahika 
 Frequency (%) 
Yes 95 (86.4) 
No 15 (13.6) 
Other (please specify) 0 (0.0) 
Total Respondents 110 
 
4.4 Application and Interview Process 
4.4.1 Occupation at time of Tū Kahika application 
Table 14 shows the occupation of respondents at the time they applied to Tū Kahika. The 
majority of respondents (90%) were secondary school students at the time of application 
and 5% were in the workforce. Two respondents were missionaries in The Church of Jesus 
Christ of Latter-Day Saints (LDS) and 1 respondent was a full-time tertiary student at 
another tertiary institution. Three selected “other”, providing details including 




Table 14: Occupation at time of Tū Kahika application 
Occupation  Frequency 
(%) 
Student studying at Secondary school 96 (89.7) 
Full-time student studying at another tertiary institution 
(ie. not University of Otago) 
1 (0.9) 
A part-time student studying at another tertiary 
institution (i.e. not University of Otago) 
0 (0.0) 
In the workforce 5 (4.7) 
Missionary of the LDS church (overseas or in NZ) 2 (1.9) 
Other (please specify) 3 (2.8) 
Total Respondents 107 
 
4.4.2 Sources of Information about Tū Kahika 
Respondents were asked to indicate how they found out about Tū Kahika47 with findings 
shown in Table 15. Respondents reported finding out about Tū Kahika through a variety of 
different sources. The highest reported sources of information were secondary school staff 
(teachers and, or careers advisors; 30%), previous Tū Kahika scholarship recipients (27%) 
and attendance at the R.E.A.C.H (Realising Educational Aspirations for Careers in Health; 
26%) programme. 
 
47 Survey participants were able to indicate more than one source 
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Twelve respondents provided “other” options as sources of information about Tū Kahika 
with specific programmes being identified. These included outreach programmes run by 
the University of Otago and the University of Auckland.48  
 
Table 15: Participant sources of information about Tū Kahika 
Source of information Frequency 
(%) 
Previous Tū Kahika Scholarship recipient 29 (26.9) 
R.E.A.C.H (Realising Educational Aspirations for 
Careers in Health) 
28 (25.9) 
Hands-On at Otago 3 (2.8) 
University of Otago Open Day 1 (0.9) 
Student peers 11 (10.2) 
Secondary school staff (teachers and, or Careers 
Advisor) 
32 (29.6) 
Careers Expo 8 (7.4) 
 
48 University of Otago programmes identified included OCE (On Campus Experience) 
https://www.otago.ac.nz/future-students/oce/, Rangatahi o Te Moana https://www.otago.ac.nz/marine-
studies/otago709747.pdf and OUSSA (Science Academy) https://www.otago.ac.nz/ouassa/index.html. 
University of Auckland programmes included MAPAS (Māori and Pacific Admission Scheme) 
https://www.auckland.ac.nz/en/fmhs/study-with-us/maori-and-pacific-at-the-faculty/maori-and-pacific-
admission-schemes.html, COACH (Creating Opportunities for a Career in Health) 
https://www.auckland.ac.nz/en/fmhs/study-with-us/vision-2020/whakapiki-ake-.html and the University of 





Whānau 20 (18.5) 
Friends 19 (17.6) 
University of Otago website 17 (15.7) 
University of Otago Māori Community Liaison 
Officer (i.e. Ashley Te Whare, Frank Edwards) 
13 (12.0) 
Kia Ora Hauora 11 (10.2) 
Iwi event/advertisement 1 (0.9) 
Church community 0 (0.0) 
Internet 11 (10.2) 
Other (please specify) 12 (11.1) 
Total respondents 108 
4.4.3 Important factors to apply for Tū Kahika 
Respondents were asked to indicate factors impacting on their decision to apply for Tū 
Kahika. Table 16 shows that 94% of respondents indicated that “better preparation for 
university study” was important or very important when deciding to apply for Tū Kahika. 
In addition, 91% of respondents felt that the “Māori student support focus of Tū Kahika” 
was important or very important. The “academic support offered” and “setting an example 
for whānau” were also identified as important or very important by majority (90%) of 
respondents. Other highly reported factors included “my own interest in health” with 89% 
of respondents indicating it was important or very important, as well as the “financial 
support offered” (86%) and “guaranteed accommodation” (86%). “Peer support offered” 
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was highlighted for 83% of respondents and being “encouraged by whānau (family)” was 
also reported highly (82%) as important or very important. 
In contrast, being encouraged by schools teachers/staff was reported as important or very 
important by less than half (41%) of respondents, while being encouraged by peers was 
reported as important or very important by 27% of respondents. 

























26 (24.3) 18 (16.8) 26 (24.3) 14 (13.1) 23 (21.5) 107 
Encouraged 
by peers 

















59 (55.7) 29 (27.4) 9 (8.5) 6 (5.7) 3 (2.8) 106 
Māori student 
support focus 
of Tū Kahika 
75 (70.1) 22 (20.6) 6 (5.6) 1 (0.9) 3 (2.8) 107 
Build science 
knowledge 













74 (69.2) 22 (20.6) 4 (3.7) 4 (3.7) 3 (2.8) 107 
4.4.4 Perspectives of the Interview Process 
Tū Kahika scholarship recipients undergo an interview as part of the application process. 
Table 17 shows perspectives from respondents about the interview process. Table 17 
highlights that almost all (94%) respondents agreed or strongly agreed that the interview 
was an important aspect of the Tū Kahika application process. A number of key aspects of 
the interview process were agreed or strongly agreed as important by majority of 
respondents, including having the interview kanohi-ki-te-kanohi (89%), having whānau 
(family) present (76%) and having the interview in the respondent’s hometown (80%). 
However, having the interview in the respondent’s hometown and having the interview 
kanohi-ki-te-kanohi did not apply to a small number of respondents (10% and 7% 
respectively). It is noted that due to the remote and rural locations of some Tū Kahika 
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scholarship recipients, some interviews were conducted over the phone or using Skype49 or 
Zoom50. Table 17 also indicates that 81% of participants agreed or strongly agreed that the 
interview gave them an accurate idea of what studying at the University of Otago would be 
like and the expectations of them as a prospective Tū Kahika scholarship recipient. Most 
respondents (76%) also agreed or strongly agreed that the interview gave whānau an 
accurate picture about studying at Otago and expectations on prospective scholarship 
recipients. 

















Having…        
…whānau 
(family) present 
at the interview 
was important to 
me. 
67 (62.0) 15 (13.9) 14 (13.0) 2 (1.9) 0 (0.0) 10 (9.3) 108 
…the interview 
in my hometown 
was important to 
me. 
54 (50.0) 32 (29.6) 8 (7.4) 1 (0.9) 1 (0.9) 11 (10.2) 108 
…my interview 
kanohi-ki-te-
kanohi (face to 
78 (72.2) 18 (16.7) 1 (0.9) 2 (1.9) 0 (0.0) 8 (7.4) 108 
 
49 Skype is an internet-based telecommunications application that specialises in providing video chat and 
voice calls between computers, tablets and mobile devices https://www.skype.com/en/ 





important to me. 
The interview…        
…gave me an 
accurate idea of 
what studying at 
the University of 
Otago would be 







42 (38.9) 45 (41.7) 13 (12.0) 4 (3.7) 0 (0.0) 3 (2.8) 108 
…gave my 
whānau (family) 
an accurate idea 
of what studying 
at the University 
of Otago would 
be like and the 
expectations of 





46 (42.6) 36 (33.3) 13 (12.0) 4 (3.7) 1 (0.9) 7 (6.5) 108 
…is an 
important aspect 
of the Tū Kahika 
application 
process. 
79 (73.1) 23 (21.3) 1 (0.9) 1 (0.9) 0 (0.0) 3 (2.8) 108 
Twenty one respondents provided additional comments to help further explain their 
experience of the interview process and these were analysed for themes. A selection of 
responses are included below.  
Overall the interview was a positive experience 
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“The interview was probably the most comfortable interview I've had…” 
 “..after the interview my whānau and I were so impressed and excited about the 
opportunity it presented…” 
“The interview was actual one of my favourite parts of the application process…” 
The interview provided reassurance for whānau  
“The interview really helped put both myself and my whānau at ease about the 
journey I was about to embark on if I was successful with my application…It made 
them feel better about sending me halfway across the country and they knew that I 
was going to be looked after down there…” 
“…The interview reassured my parents that I would be well looked after and 
provided with the best opportunities that Otago Uni had to offer.” 
“…The interview process really put my whanau at ease, especially for my dad who 
was worried about me being so far away from home. It was more about building 
trust and having an idea about who would be there for me if I needed help.” 
The interview provided reassurance for prospective scholarship recipients 
“…Zoe and Simon provided me with great reassurance that this was the right 
pathway for me and that I was capable of doing so…” 
“…I think meeting the people who would be looking after me while I was away from 
whanau was vital before being accepted into the program. I got a good idea of who 
they were and whether or not I would be in safe hands…” 
Having a kōrero, kanohi-ki-te-kanohi (face to face) was important  
“…It was helpful as I was nervous and hadn't lived away from home before, so 
meeting face to face with people who would be there watching out for me and 
helping me to succeed was reassuring for me…” 
“…Having this conversation in person was needed as that connection just wouldn’t 
be there if over the phone/skype etc.” 
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“…Everything can look good or bad on paper, but when you talk to people face to 
face it really helped.” 
“Because no one in my family had been to university we didn't really know what to 
expect in terms of university, but the hui process was super important in getting to 
know the kaupapa behind Tu Kahika.” 
The interview provided an opportunity to ask questions  
“…We could ask as many questions and have a proper korero about life at Otago 
and what the year would look like…” 
 “Simon, Zoe and Sarona were very welcoming to questions and explained the 
process in detail so that both myself and mum understood what the year 
entailed…” 
The interview was an empowering experience that encouraged self-belief  
“…The interview gave me confidence in myself and drive and 
determination…Having the interview face to face gave me more self belief that it 
was possible for me to achieve and be successful knowing that I would have 
support and a whānau in Dunedin.” 
“I felt that the interview made me feel welcome and that Zoe, Frank, and Otago Uni 
had skin in the game. Resulting in more confidence in my own abilities.” 
4.5 Academic Impact 
4.5.1 Academic Skills and Techniques developed 
Respondents were asked questions to elicit their perception of the academic impact of Tū 
Kahika. Table 18 highlights that respondents agreed or strongly agreed that Tū Kahika 
helped them develop an understanding of their own learning skills (93%), study-
management skills (84%), note-taking skills (79%), exam preparation skills (85%) and 
exam technique (80%), goal setting (73%) and learning about work-life balance (69%).  
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…develop an 
understanding of my 
own learning skills. 
51 (47.7) 48 
(44.9) 
6 (5.6) 2 (1.9) 0 (0.0) 107 
…develop study 
management skills. 




2 (1.9) 0 (0.0) 107 
…develop note-
taking skills. 




4 (3.7) 0 (0.0) 107 
…helped me develop 
exam preparation 
skills. 




3 (2.8) 0 (0.0) 107 
…develop exam 
technique. 




4 (3.7) 0 (0.0) 107 
…learn about goal 
setting. 




2 (1.9) 1 (0.9) 107 
…learn about work-
life balance. 




11 (10.3) 0 (0.0) 107 
 
Eighteen respondents also provided written comments presented below. 




“Tu Kahika allowed me to grow and adapt to the academic climate of Otago. The 
extra tutorials and coaching sessions all helped me in my educational 
development.” 
“The year to adjust my learning strategies, coupled with my peers experiences has 
been hugely beneficial to developing my own learning style.” 
“…being able to learn in a more University-focused atmosphere made a huge 
difference, I believe, in preparing me for HSFY. Being exposed to other students 
going through HSFY was also a good chance to see what was required to achieve 
success…” 
“Fantastic preparation for learning in a University style and preparing for the 
following year…” 
Tū Kahika helped student’s transition to University life and living away from 
home 
“This year was amazing. I learnt so much about myself in so many ways. 
Throughout my time at Uni I have continued to grow and learn more but my first 
year was definitely one of the most challenging. Tū Kahika gave me time to begin 
and develop skills. I moved away from home and became more independent. I 
began to learn how to manage time, study, whānau difficulties, mental health and 
set backs. Without this year and opportunity, I definitely would not be where I am 
today.” 
“TK was the best way to start my university career. All of these statements ring 
very true for me. TK helped me find my feet not only academically, but also in 
terms of getting used to a new city, finding my feet on my own away from my family 
etc and finding the trying to find the perfectly balanced 'scarfie' lifestyle (although I 
think it took me a little while to find this balance - haha).” 
“I definitely learnt a lot more about maintaining a work-life balance in that I became 
more social and confident throughout my Tu Kahika Foundation Year. While I was 
still committed to my studies, the other TK13's helped bring me out of my shell and 
learn how to go out and have fun instead of staying locked in my room all the time.” 
Tū Kahika could improve in encouraging work-life balance 
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“Work-life balance was non-existent, I had no idea what to do with myself not being 
involved in extracurricular jobs, as it was discouraged. I wish we had more 
discussions about it.” 
“I don’t think that Tu Kahika was beneficial towards developing a work-life balance 
as it is structured more towards work.” 
“…I do feel though, even though I know it was coming from the best of intentions, 
that study was always pushed to be a top priority over other important aspects of 
maintaining wellbeing such as playing sport, going home to see whānau etc.” 
“…for me didn’t promote work life balance as my goal was solely to focus gaining 
my university entrance as well as to develop my study skills.” 
Some students already had study and learning skills 
“…I feel that I had already developed most of my learning, study and exam skills 
through High school.” 
“Most of these aspects mentioned above, I had learnt at boarding school…” 
“…had previous experience before foundation year to develop my personal study 
and preparation skills… I … found that these skills taught reemphasized skills I had 
previously worked on rather than being taught for the first time.” 
4.5.2 Frequency of Participation in Academic Supports 
Respondents were asked to indicate the frequency they participated in specific academic 
supports. Table 19 shows that the academic exam preparation workshops (e.g. 2 hr + 
workshops with Dr D.J51 or L.S52) were the most frequently accessed academic supports 
with 97% of respondents “always” or “very frequently” participating. This was followed 
by academic tutorials at the Māori Centre with 89% of respondents participating “always” 
or “very frequently”. However, less than half (46%) of respondents reported the same for 
 
51 Dr D.J is a chemistry tutor 
52 L.S is a physics tutor 
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academic tutorials at the residential college. Although 18% of respondents participated 
“rarely” or “very rarely” with academic tutorials at the residential college, 15% reported 
never participating at all.  
















Academic tutorials at 
the Māori Centre 
55 
(52.4) 
38 (36.2) 11 (10.5) 1 (1.0) 0 (0.0) 0 
(0.0) 
105 





23 (21.9) 22 (21.0) 15 
(14.3) 
4 (3.8) 16 
(15.2) 
105 









workshops (e,g. 2hr + 
workshops with Dr. 
D.J or L.S) 
83 
(78.3) 




Seven respondents provided qualitative comments to explain their answers on frequency of 
access of academic supports. These were analysed in combination with eight comments 
provided to the below section on value of academic supports. Common themes are 
presented below Table 20. 
4.5.3 Value of Academic Supports 
Most (99%) respondents found the academic exam preparation workshops with Dr D.J or 
L.S to be valuable or very valuable, as well as the academic tutorials at the Māori Centre 
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(97%). In comparison, academic tutorials at the residential college were considered 
valuable or very valuable by half (52%) of respondents, with 34% reporting them as 
moderately or slightly valuable and 14% as not valuable at all. 






















3 (2.8) 0 (0.0) 0 (0.0) 106 
Academic Tutorials 






27 (25.7) 9 (8.6) 15 
(14.3) 
105 






10 (9.4) 2 (1.9) 3 (2.8) 106 
Academic exam 
preparation 
workshops (e.g. 2 hr 
+ workshops with Dr 
D.J or L.S) 
95 
(89.6) 
10 (9.4) 1 (0.9) 0 (0.0) 0 (0.0) 106 
Māori Centre tutorials and Academic exam preparation workshops  
“I would mainly use the Māori Centre tutorials…because I found the tutors at the 
MC better and the tutorials more valuable.” 
“The academic workshops provided by [Dr D.J] and the Maori centre were 
invaluable” 
“Aunty [Dr D.J] and [L.S] are the GOATS”53 
 
53 GOAT is an acronym for Greatest Of All Time. 
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Engaging with the study group -not for everyone 
“I liked to study more independently so I found the TK group study a little bit 
difficult to engage with, but still found them very valuable as exams came closer.” 
“I found it hard to study with my particular year group as we were easily 
distracted…” 
“Was never too confident with group study sessions, mostly because I didn’t feel 
like I knew enough to contribute, and normally left feeling less confident” 
4.6 Importance of cultural values and approaches 
Tū Kahika aims to be a culturally responsive programme that prioritises Māori values and 
approaches to student support. Respondents were asked questions assessing the importance 
of certain cultural values and approaches to student support including staffing and peer 
support (tuākana – tēina). Table 21 shows that 98% of respondents felt that having Māori 
staff visibly present as part of the Tū Kahika programme was important or very important. 
Similarly, 94% of respondents felt that having Māori students visibly present as part of the 
Tū Kahika programme was important or very important. Opportunities for 
whakawhanaungatanga (establishing relationships) with other Tū Kahika scholarship 
recipients such as hangi/quiz nights and TK Camp were important or very important to 
96% of respondents. The tuākana-tēina (older sibling -younger sibling) relationship was 
also reported highly as important or very important by 89% of respondents. 
















The tuākana-tēina (older 
sibling- younger sibling) 
presence in Tū Kahika. 






relationships) with other 
Tū Kahika scholarship 
recipients (e.g. 
hangi/dinner/quiz nights, 
TK camp etc.). 
80 (76.9) 20 (19.2) 1 (1.0) 2 (1.9) 1 (1.0) 104 
Having other Māori 
students visibly present at 
University as part of the 
Tū Kahika programme. 
76 (73.1) 22 (21.2) 5 (4.8) 1 (1.0) 0 (0.0) 104 
Having Māori staff visibly 
present at University as 
part of the Tū Kahika 
programme. 
80 (76.9) 22 (21.2) 0 (0.0) 2 (1.9) 0 (0.0) 104 
 
Eleven respondents provided comments to help explain their answers above. These were 
analysed for common themes and are presented below. 
The tuākana-tēina dynamic was important  
“…The connections you form with both your TK year and the TK tuakana and teina 
makes you feel valued, inspired, and that you can achieve exactly what you want 
to achieve…” 
“Having… older TK students around was really important when I was doing TK. I 
found their presence quiet calming and reassuring if I had something to deal with.” 
“Cannot even explain how valuable the tuakana-Teina relationship was in that 
year.” 
“It was quite cool being able to see our tuakana go before us and show us how it's 
done.” 
“…I also liked being able to share experiences and gain advice from other maori 
students who had been through the program before.” 
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The whānau atmosphere was valuable  
“TK makes you feel like you are a part of something bigger than just yourself...The 
vibe I felt when I was with the TK whānau was much different to that I felt when I 
was with the general uni population.” 
“I enjoy the family atmosphere especially as this was the first time I was away from 
home and family for an extended period of time…” 
In contrast to the above identified themes, one respondent suggested that while having a 
Tū Kahika whānau was valuable, it also meant that some Tū Kahika students would isolate 
themselves from other non-Tū Kahika students. 
“As amazing as it was to have a whanau established with the other Tu Kahika 
students, it sometimes meant that we segregated ourselves from other students in 
the halls especially” 
4.6.1 Tū Kahika Events 
A number of events for Tū Kahika scholarship recipients are held and respondents were 
asked to indicate their perceived importance of these events. Table 22 shows that almost 
all respondents found the mihi whakatau (welcoming ceremony; 95%) and completion 
ceremony (92%) to be important or very important. Similarly, Tū Kahika 
whakawhanaungatanga events such as hangi/dinner/quiz nights were reported as important 
or very important by 92%. Another popular event was the Tū Kahika camp which was 
reported as important or very important by 75% of respondents. Fifteen respondents (14%) 
selected “not applicable”. It is noted that ten of these respondents participated in Tū Kahika 
in 2019 when for various reasons, there was no camp.  
Tū Kahika class was implemented as part of Tū Kahika in 2012 with a curriculum covering 
topics ranging from New Zealand history to the structure of a university degree. Most 
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respondents (78%) found it to be important or very important. However, 9 reported it as 
“not applicable”54.  



















Tū Kahika mihi 
whakatau (Welcome) at 
the beginning of the 
year. 
74 (70.5) 26 (24.8) 4 (3.8) 0 (0.0) 1 (1.0) 0 (0.0) 105 
Tū Kahika Completion 
ceremony at the end of 
the year. 







73 (69.5) 24 (22.9) 5 (4.8) 0 (0.0) 2 (1.9) 1 (1.0) 105 
Tū Kahika camp 56 (53.3) 23 (21.9) 9 (8.6) 1 (1.0) 1 (1.0) 15 (14.3) 105 
Tū Kahika (TK) class 
(2012 onwards) 
59 (56.2) 23 (21.9) 11 (10.5) 3 (2.9) 0 (0.0) 9 (8.6) 105 
 
54 Results show that 8 of these respondents participated in Tū Kahika in 2010 and 2011, prior to the 





4.6.2 Tū Kahika Class 
Respondents were provided with a number of statements about Tū Kahika class and asked 
to rate how strongly they agree or disagree with these statements. Table 23 shows that 90% 
of respondents agree or strongly agree that Tū Kahika class helped Tū Kahika students 
(TKs) to understand that they have the capacity to make a difference to Māori health. In 
addition, 81% of respondents agreed or strongly agreed that Tū Kahika class helped them 
understand how health inequities (particularly for Māori) have developed in New Zealand 
and a further 87% understand why we have the Tū Kahika programme and other Māori 
specific programmes. Table 23 also highlights that 80% of respondents agreed or strongly 
agreed that Tū Kahika class helped them to understand how Māori have championed Māori 
health initiatives. 73% of respondents agreed or strongly agreed that Tū Kahika class helped 
them to understand how to apply for further study at the University of Otago (or other TEI). 
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29 (27.6) 8 (7.6) 1 (1.0) 8 (7.6) 105 
 
4.6.3 Cultural Responsiveness of Residential Colleges and University of 
Otago Language Centre and Foundation Year 
An important aspect of the Tū Kahika scholarship involves guaranteed, subsidised 
accommodation at one of two University of Otago residential colleges, Arana College or 
Studholme College. The Foundation Year Health Science course that Tū Kahika 
scholarship recipients undertake is delivered at the University of Otago’s Language Centre 
and Foundation Year (UOLCFY). Respondents were asked whether their respective 
residential college as well as the UOLCFY was responsive to their Māori identity.  
Table 24 shows that 2/3rds (67%) of respondents agreed or strongly agreed that the 
residential college environment was responsive to their Māori identity, while 24% of 
participants responded neutral and 9% in disagreement.  
With regards to the UOLCFY, 78% of participants agreed or strongly agreed that the 
UOLCFY environment was responsive to their Māori identity. Table 24 shows that 19% of 
respondents felt neutral and 3% disagreed. 
Table 24: Cultural Responsiveness of Residential Colleges and University of Otago 
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Māori identity. 




9 (8.6) 1 (1.0) 105 





responsive to my 
Māori identity. 




3 (2.9) 0 (0.0) 105 
 
Seventeen students provided comments to help explain their answers to the above questions 
on Tū Kahika events, Tū Kahika class and cultural responsiveness in the Residential 
Colleges and University of Otago Language Centre and Foundation Year. These were 
analysed for common themes which are presented below. 
Living in the Residential Colleges was a culture shock 
“There is always room for improvement. Arana is a big college and being from a 
small city which is predominately Māori and Pacific, I often felt like an outsider… 
when I arrived my peers and I defiantly felt like we were looked at funny and Otago 
and Arana did feel quite "white". Let’s just say it was a massive culture shock 
arriving in Dunedin in 2010…” 
“Was a culture shock living in the residential college. I would always stay with the 
TK and didn’t like to mingle with the rest of the hall. Everyone was white and felt 
like we were the 'token Māori' that made it to university. There were times where I 
felt like I had to compromise my own tikanga [correct way of doing things] and 
values to 'fit in'. I found it very strange and weird living in the halls.” 
“Without the TK year probably would have found it harder as the Uni/Halls 
environment very white” 
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“The nature of the hall and the people they pick make it very easy to lose your 
sense of culture” 
“The halls were weird. Massive culture shock.” 
In contrast to the above-identified theme, a respondent offered a different perspective;  
“The hall often helps foster my own Māori identity through helping lead and guide 
others. This was hugely helpful in fostering my own confidence” 
One respondent also suggested that more Māori staff (tutors and lecturers) at the University 
of Otago Language Centre and Foundation Year would be beneficial for Māori students.  
“A stronger representation of Maori staff at Foundy [UOLCFY] in the classes as 
tutors and lecturers I believe would be highly supportive and beneficial.” 
Residential College staff were welcoming and inclusive  
“The staff in both of these facilities were super inclusive and welcoming of us being 
who we are. Some of the other students, esp. at Stud, were not as receptive to us 
as a group, with a few encounters happening between some TK's and other 
residents. However, Zig was always super quick to intervene in these situations. 
He didn't tolerate it and always openly embraced and admired our Māori culture!” 
“Ziggy was really, really good and always made us feel welcome…” 
“…I feel the pastoral staff (eg Jamie, Patrick etc) were hugely supportive of us 
while we were there…” 
Tū Kahika students often felt marginalized at University for being Māori  
“… being Māori was seen in a negative way, in terms of results and being offered 
positions in health programmes, so there was some negativity around people 
finding out that you were Māori.” 
“I felt some prejudice from students in regards to identifying as Maori but having 
lighter colour skin…” 
“…In terms of the wider reception among the students, it definitely felt like we 
"stuck out" at times as the brown people there. I was aware of the occasional 
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murmurs about preferential treatment for Māori, particularly regarding entrance into 
Medicine.” 
“…Their [sic] was also an annoyingly constant pressure to have to explain to non-
Māori students the importance and validity of our scholarship programme, despite 
it not being our responsibility.” 
“I feel like we need a bit more of a background in FYHS [Foundation Year Health 
Sciences] going into HSFY on why we as Māori have tutorials and what non-Māori 
call “an easy way through” because even though it’s not our job to teach/educate 
people it does help us in situations especially when we’re sick of hearing about 
how unfair it is.” 
One respondent also offered a qualitative comment in te reo Māori:  
“Horerawa he tino wāhi/wā kia whakaatu i tō tātou ake tuakiri Māori. Ko te āhua 
nei, me tino aro ki ngā mahi ā-karaehe. Engari, nō roto mai i taua whakaaro, mēnā 
ko ngā akoranga te mahi nui rawa atu o ngā mahi, tē taea e hau te whai wā mō 
tōku taha Māori. Nā, ko tāku ki ngā kaiwhakahaere, me kaha kōtui te kaupapa o Tū 
Kahika ki ngā mea Māori, tae rā anō pea ki ngā karaehe me ngā whare noho. 
Ehara i te mea kāhore te Māoritanga e ora nei kei roto i te kaupapa, hoi anō me 
whakakaha ake taua āhuatanga kei roto i a tātou.” 
A translation of the comment is provided below.55 
“There’s absolutely no space/place/time for us to present our Māori identity. It 
seems that there is a heavy focus on classwork. Continuing on that train of 
thought, if the courses are the biggest focus of energy, then I have no time/space 
for the Māori side of myself. So, what I said to the organisers is that Tū Kahika 
should be more strongly integrated into Māori kaupapa perhaps also including the 
 
55 This translation was provided by Jamie Yeates (Taranaki, Te Ātiawa), BA(Hons), Research Assistant 




courses and residences. It’s not as though there’s a lack of Māoritanga in this 
kaupapa, but we should strengthen that aspect within ourselves.” 
4. 7 Pastoral Support 
4.7.1 Importance of Pastoral Supports 
Tū Kahika scholarship recipients are given access to various pastoral supports to aid them 
in their transition to university. Respondents were asked a number of questions that aimed 
to assess the pastoral impact of the Tū Kahika programme. Respondents were asked to 
indicate what they perceived important in regard to the various forms of pastoral supports 
during their Tū Kahika foundation year. Table 25 shows that the Kaiārahi/Programme Co-
ordinator was an important form of pastoral support to 95% of respondents who agreed or 
strongly agreed. Another form of pastoral support of importance were Tū Kahika tuākana 
with 86% of respondents agreeing or strongly agreeing. Similarly, 84% of respondents 
agreed or strongly agreed that Māori Centre staff were an important source of pastoral 
support. Table 24 also highlights that 80% of respondents agreed or strongly agreed that 
Māori Health Workforce Development Unit (MHWDU) staff were an important source of 
pastoral support. Two-thirds (66%) of respondents found residential college staff to be 
important sources of pastoral support and 65%, UOLCFY staff. 



















Co-ordinator (e.g. Zoe 
Bristowe, Shaun Tahau 
or Samantha Feeney) 
was an important 
78 (75.7) 20 
(19.4) 
3 (2.9) 1 (1.0) 0 (0.0) 1 (1.0) 103 
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source of pastoral 
support for me during 
my Tū Kahika 
Foundation year. 
The Māori Health 
Workforce 
Development Unit 
(MHWDU) staff were 
an important source of 
pastoral support for 
me during my Tū 
Kahika Foundation 
year. 




0 (0.0) 0 (0.0) 3 (2.9) 103 
The Māori Centre staff 
were an important 
source of pastoral 
support for me during 
my Tū Kahika 
Foundation year. 




1 (1.0) 1 (1.0) 1 (1.0) 103 
The Residential 
College staff (e.g. Sub-
Wardens/ R.As) were 
an important source of 
pastoral support for 
me during my Tū 
Kahika Foundation 
year. 




8 (7.8) 3 (2.9) 0 (0.0) 103 
The Foundation Year 
staff were an 
important source of 
pastoral support for 
me during my Tū 
Kahika Foundation 
year. 




11 (10.7) 0 (0.0) 1 (1.0) 103 
Tū Kahika tuākana 
were an important 
source of pastoral 
support for me during 
my Tū Kahika 
Foundation year. 
59 (57.8) 29 
(28.4) 




Seven respondents provided additional comments to explain their answers above. These 
have been analysed for themes and are presented below. 
Tuākana provided an important form of pastoral support 
“Yes, especially the tuākana that were doing health sci in our halls” 
“It was more my tuākana that I could relate to because they had been there done 
that.” 
MHWDU and UOLCFY staff were important forms of pastoral support 
“Zoe, Shaun and Simon were crucial and vital for support -academic and non 
academic” 
“Shaun was the man!” 
One respondent also offered a comment identifying their peers from the same year as the 
strongest forms of support. 
“The strongest support was from my peers in the same year.” 
4.7.2 Frequency of Accessing Pastoral Supports 
Respondents were asked to indicate how often they engage with various pastoral supports. 
Table 26 shows that the Kaiārahi/Programme Co-ordinator was the most frequently 
accessed form of pastoral support with 80% of respondents engaging always or very 
frequently. Tū Kahika tuākana were also identified as popular forms of pastoral support 
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(31.0) 





4.8 Financial Support 
Respondents were provided with a number of statements relating to the financial support 
component of the Tū Kahika Foundation Year Scholarship. Table 27 highlights that 97% 
of respondents agreed or strongly agreed that the financial support of the Tū Kahika 
foundation year scholarship helped make living in a residential college an accessible 
accommodation option, while 91% of respondents agreed or strongly agreed that it helped 
make tertiary education (at the University of Otago) accessible for them. The majority 
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(89%) of respondents agreed or strongly agreed that Studylink (e.g. student loan living 
costs or student allowance) was an important source of financial support. However, 75% 
of respondents agreed or strongly agreed that they actually learnt to navigate Studylink 
processes during their Tū Kahika year. Whānau (family) were an important source of 
financial support to 62% of respondents who agreed or strongly agreed. Table 27 also 
shows that 94% of respondents found that the Tū Kahika scholarship met their whānau 
expectations from a financial support perspective. 
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during my Tū 
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Twenty one respondents offered additional commentary to help explain their answers to 
the above statements. These were analysed for common themes which are presented below. 
The financial support from the Tū Kahika scholarship was crucial for 
access and success 
“…I would not have been able to attend university in Dunedin if it wasn't for this 
scholarship…” 
“Financial support from the Tū Kāhika scholarship was a biggie for me, if i hadn't 
received the scholarship I probably would have decided not to study foundation 
year, or to study at Otago. It would've changed the whole course of my 'plan'.” 
“The TK programme would not have been possible for me without the financial 
support of the programme…” 
“TK even helped me with a scholarship returning for my health sciences year, that I 
otherwise would not have been able to source and likely would not have been able 
to return” 
Recognising the financial burden on whānau 
“My mum is a single parent and she didn't work for a long time since my brother 
has special needs. She supported me financially as best she could … I know my 
mum struggled a lot for me to be at university but I appreciated all that I received.” 
“…Because I'm the eldest child I worked hard in school and applied for lots of 
scholarships and grants so that I wasn't a financially burden…” 
“Financially, attending University was gonna be a challenge… I come from a family 
of 9, so my parents already provided as much as they could… I didnt want my 
career endeavours be a burden on them…” 
“…They didnt have the ability to financialy [sic] support me, as I have younger 
siblings still at home” 
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Living in a Residential College became a realistic and feasible option 
“… The residential colleges are sooooo expensive… if the scholarship was unable 
to pay for half of the residential costs and secure a place for me then I would not 
have been able to go… It would be awesome if the accommodation [sic] was 
completely covered…” 
“TK helped both my whānau and I breathe easy when it came to finances, 
especially with the costs of the hall…” 
“The scholarship's financial support was very helpful and made living in a 
residential hall feasible…” 
“Without the financial assistance from Tu Kahika… I don't know if I would have 
gone into a residential college…The financial help and direction with which 
residential college to live at was so helpful and was a major influence in my 
decision to pursue an education at Otago Uni - it gave myself and my parents 
some peace of mind that I was going to be looked after for at least my 1st year.” 
The financial support was a huge help to whānau 
“Not much financial home up home as it is not a wealthy town so the support of this 
scholarship helped me significantly” 
“Coming from a low income family, the TK scholarship made a world of difference 
to my family and me” 
“Tu Kahika scholarship really helped my whanau financially.” 
4.9 Reflections of Tū Kahika 
Respondents were asked to reflect on a number of statements now that they had completed 
Tū Kahika (or very near completion for the 2019 cohort). Table 28 shows that 93% of 
respondents agreed or strongly agreed that Tū Kahika helped with the transition from 
secondary school to university, while fewer (87%) felt the same about Tū Kahika helping 
with the transition from living at home with whānau to living at University. However, 96% 
of respondents found that Tū Kahika gave them a sense of belonging and a feeling of having 
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a whānau or home away from home. In addition, Table 28 highlights that 96% of 
respondents agreed or strongly agreed that the Tū Kahika programme was culturally 
responsive to them as Māori, with 0 respondents disagreeing or strongly disagreeing. 
Similarly, 96% of respondents agreed or strongly agreed that the Tū Kahika programme 
exposed them to future study options in health sciences and health professional 
programmes, while fewer (92%) found that it exposed them to future career options in 
health sciences and health professional programmes. Table 28 also shows that 97% of 
respondents agreed or strongly agreed that the Tū Kahika programme met their 
expectations from an academic perspective but less (90%) felt the Foundation Year Health 
Sciences curriculum prepared them well for further study in the competitive Health 
Sciences First Year (HSFY) course. Despite this, 96% of respondents agreed or strongly 
agreed that they felt confident to navigate the University of Otago (or other TEI) after 
completing Tū Kahika. 














The Tū Kahika Foundation 
Year Programme… 
      
…met my expectations from 





2 (2.0) 0 (0.0) 1 (1.0) 101 
…exposed me to future 
study options in health 






2 (2.0) 1 (1.0) 1 (1.0) 101 
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…exposed me to future 
career options in health 






6 (5.9) 1 (1.0) 1 (1.0) 101 
…gave me a sense of 
belonging and a feeling of 
having a whānau (family) or 





3 (3.0) 1 (1.0) 0 (0.0) 101 
… helped me transition from 






5 (5.0) 2 (2.0) 0 (0.0) 100 
…helped me to transition 
from living at home (or with 






8 (8.0) 2 (2.0) 3 (3.0) 101 
The Foundation Year Health 
Sciences curriculum 
prepared me well for further 
study in Health Sciences 






8 (8.0) 2 (2.0) 0 (0.0) 100 
I felt confident to navigate 
myself at the University of 
Otago (or other tertiary 
institution) after completing 






3 (3.0) 1 (1.0) 0 (0.0) 101 
I experienced the Tū Kahika 
programme to be a culturally 
responsive programme to 





4 (4.0) 0 (0.0) 0 (0.0) 101 
4.9.1 Continuation of Tertiary Study after Tū Kahika 
Respondents were asked to indicate if they had continued tertiary study after completing 
Tū Kahika. Table 30 highlights that 81% of respondents continued some form of tertiary 
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study after completing Tū Kahika. These participants provided details of their study and 
these are presented in Table 31. A number of respondents (13; 13%) selected “not 
applicable”. Cross-tabulation of results indicated that 11 of the 13 were Tū Kahika 2019 
scholarship recipients who were still completing Tū Kahika at the time of participating in 
the survey. Table 30 shows that only 2 respondents (2%) didn’t pursue further tertiary study 
post-Tū Kahika and 4 (4%) preferred not to answer. 
Table 30: Continuation of tertiary study after Tū Kahika 
 Responses (%) 
Yes (please specify) 82 (81.2) 
No 2 (2.0) 
Prefer not to answer 4 (4.0) 
Not applicable 13 (12.9) 
Total 101 
Tū Kahika scholarship recipients have gone on to pursue a vast range of tertiary courses 
after completing the Tū Kahika programme. These include health sciences and health 
professional programmes at the University of Otago, as well as a number of other 
programmes offered at different tertiary institutions. Table 31 shows that 28% of 
respondents went on to study Health Sciences First Year (HSFY) post-Tū Kahika. A 
number of respondents (32%) indicated that they were currently studying in professional 
programmes, including Medicine, Dentistry, Physiotherapy and Pharmacy after gaining 
entry through successfully completing HSFY. A further 5% were studying in professional 
programmes including Medicine and Physiotherapy after gaining post-graduate entry or 
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2nd year entry. Table 31 also shows that 12% of respondents continued into a Bachelor of 
Science (BSc) while 6% have entered into the new Bachelor of Health Science (BHealSc)56 
degree at the University of Otago, with the option of applying to a professional programme 
upon graduation. Cross-tabulation of results showed that the three respondents that gave 
Foundation Year Health Science as their course of study were from the 2019 cohort who 
were still completing their Foundation Year Course at the time of participating in the 
survey. 
Table 31: Study Post-Tū Kahika 
Course of Study Responses (%) 
Health Sciences First Year (HSFY) 23 (28.0) 
Bachelor of Medicine and Surgery 
(MBChB; HSFY entry) 
17 (20.8) 
Bachelor of Science (BSc) 10 (12.2) 
Bachelor of Dental Surgery (BDS; 
HSFY entry) 
6 (7.3) 
Bachelor of Health Sciences 
(BHealSc) 
5 (6.1) 
Foundation Year Health Science 3 (3.7) 
Bachelor of Medicine and Surgery 






Bachelor of Physiotherapy (BPthy; 
HSFY entry) 
2 (2.4) 
Bachelor of Physiotherapy (BPthy; 
2nd year entry) 
1 (1.2) 
Bachelor of Pharmacy (BPharm; 
HSFY entry) 
1 (1.2) 
Bachelor of Nursing 1 (1.2) 
Bachelor of Science (Technology) 
(BSc(Tech)) 
1 (1.2) 
Bachelor of Chiropractic (BChrio) 1 (1.2) 
Bachelor of Applied Science 
(BAppSc) 
1 (1.2) 
Post-graduate diploma in Public 
Health (DPH) 
1 (1.2) 
Masters of Science (MSc) 1 (1.2) 
Bachelor of Sport and Exercise 
Science (BSES) 
1 (1.2) 
Bachelor of Arts (BA) 1 (1.2) 
Post-graduate diploma in English 
(PGDipArts) 
1 (1.2) 
Bachelor of Laws and Bachelor of 
Arts (LLB; BA) 
1 (1.2) 




4.9.2 The University of Otago Māori Entrance Scholarship 
The University of Otago offers the University of Otago Māori Entrance Scholarship57 for 
prospective students of Māori descent. Tū Kahika scholarship recipients are encouraged to 
apply for this scholarship amongst many others to support further study at the University 
of Otago. Table 32 shows that 30% of respondents entered into Tū Kahika having already 
successfully attained the scholarship, choosing to defer it while undertaking Tū Kahika. 
Table 32 also shows that just over half (59%) of the respondents applied for the scholarship, 
while 14% did not apply at all and 2% preferred not to answer. Cross-tabulation of results 
indicates that out of those respondents that did apply, 78% were successful and 17% were 
not successful, with 5% preferring not to answer and 1 participant skipping the question. 
Table 32: Application Status and Outcomes for the University of Otago Māori Entrance 
Scholarship 
MPI scholarship status Responses (%) Outcome Responses (%) 
Applied 60 (59.4) Successful 
Not successful 









Deferred 25 (24.8) 





Prefer not to answer 2 (2.0) 
Total 101 
 
4.10 Self-reported impact rating of Tū Kahika 
Respondents were asked to rate on a scale of 1 to 100, the impact Tū Kahika had on their 
vocational (study or career) pathway. A total of 99 respondents answered with the average 
rating being 89 out of 100. 
4.11 Main highlight and most valuable aspect of Tū Kahika 
Respondents were asked what was the main highlight of their Tū Kahika Foundation Year. 
A total of 98 respondents provided comments. Respondents were also asked what they 
found to be the most valuable aspect of Tū Kahika. A total of 98 respondents also provided 
comments. These comments were analysed together for common themes. Four overarching 
themes were identified including whakawhanaungatanga (fostering a sense of family and 
community amongst Māori students working together to achieve goals and having a wide 
peer support network), mana motuhake (empowering students to have a positive university 
experience), manaakitanga (providing holistic, wrap-around support) and tino 
rangatiratanga (prioritising Māori student success at university). A number of sub-themes 
were also identified. These are outlined in Table 33 and presented further, including 
participant quotes in Appendix J. 




Whakawhanaungatanga • Becoming part of the Tū Kahika whānau 
• Providing a sense of belonging at University 
• Being surrounded by like-minded people 
• Specific opportunities to whakawhanaungatanga 
• Tuākana – Tēina (older sibling – younger sibling 
relationship) 
Mana motuhake  • Learning efficient and effective ways to study at 
university 
• Developing confidence to succeed at University 
• Content preparation -the FYHS (Foundation Year Health 
Sciences) course 
Manaakitanga  • Pastoral, academic and financial support provided as part 
of Tū Kahika 
Tino rangatiratanga • Providing a safe space for Māori 
• Affirmation of Māori identity 
• Shared aspirations of making positive contributions to 
Māori health 
 
4.11.1 Theme One: Whakawhanaungatanga 
Whakawhanaungatanga is commonly referred to as the establishing of relationships 
(Russell Bishop et al., 2014; McNatty & Roa, 2002). However, in the context of this 
research theme, whakawhanaungatanga is referred to as fostering a sense of whānau and 
community amongst Māori students working together to achieve goals and a wide peer 
support network. Underlying sub-themes that have been identified include, becoming part 
of the Tū Kahika whānau, providing a sense of belonging at university, being surrounded 
by like-minded people, specific opportunities for whakawhanaungatanga and tuākana-
tēina. Tuākana – Tēina is commonly known as the relationship shared between a tuakana 
(older sibling) and teina (younger sibling; Ministry of Education, 2009, 2020). Although 
this may be the case, in the context of this research sub-theme, tuākana-tēina refers to when 
a more experienced ‘tuakana’ helps and guides a less experienced ‘teina’. In a learning 
environment that acknowledges the value of ako (reciprocity), the tuakana-teina roles may 
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be reversed at any time and recognises the strength that both the teina and tuakana bring to 
the relationship. 
4.11.2 Theme Two: Mana motuhake 
Mana motuhake is commonly interpreted as autonomy or self-determination (Hawksley & 
Howson, 2011; Waitangi Tribunal, 2019). In the context of this research theme, mana 
motuhake is referred to as empowering students to have a positive university experience. 
A number of sub-themes were identified under this theme including learning efficient and 
effective ways to study at university, developing confidence to succeed at university and 
content preparation – the FYHS (Foundation Year Health Sciences) course. 
4.11.3 Theme Three: Manaakitanga 
Manaakitanga is often defined as being hospitable to others (Duncan & Rewi, 2018; Ka’ai 
& Higgins, 2004). However, in relation to this research theme, manaakitanga refers to the 
provision of holistic wrap-around support. Sub-themes underlying manaakitanga include 
pastoral support, academic support and financial support provided as part of Tū Kahika. 
4.11.4 Theme Four: Tino rangatiratanga 
Tino rangatiratanga is commonly interpreted as sovereignty or authority (Hawksley & 
Howson, 2011; Waitangi Tribunal, 2019). In the context of this research theme, tino 
rangatiratanga refers to the prioritising of Māori student success at university. Sub-themes 
that were derived under tino rangatiratanga included providing a safe space for Māori at 
university, affirmation of Māori identity at university and shared aspirations of making 
positive contributions towards Māori health. 
 
102 
4.12 Suggested Improvements and Future Recommendations 
Respondents were asked for their suggestions on what could have been improved during 
their time in Tū Kahika. A total of 87 respondents provided suggestions. Respondents were 
also asked what changes they would like to see for the future of Tū Kahika. A total of 76 
respondents provided recommendations. These comments were analysed together for 
common themes. Suggestions were categorised into resource dependent and non-resource 
dependent and are outlined in Table 34 below. It is noted that resource-dependent 
suggestions encompass recommendations of things that are already being done, but that 
students wish they had more of. Table 34 highlights resource dependent suggestions 
including more financial, academic, pastoral and hauora hinengaro (mental health) 
support, as well as more opportunities for whakawhanaungatanga, tuākana-tēina 
engagement, Kaupapa Māori and te reo Māori. It also shows non-resource dependent 
suggestions including encouragement to keep extra-curricular activities, part-time jobs etc. 
and encouragement to expand social circles beyond fellow Tū Kahika scholarship 
recipients. Further analysis of resource dependent and non-resource dependent suggestions, 
including participant quotes can be found in Appendix K. 
Table 34: Suggestions for Improvement 
Resource Dependent Suggestions Non-Resource Dependent 
Suggestions 
More: 
• Financial Support 
• Academic Support 
• Pastoral and hauora hinengaro (mental 
health) Support 
• Opportunities for whakawhanaungatanga 
• Kaupapa Māori and Te Reo Māori 
• Tuākana-Tēina engagement 
• Encouragement to keep 
extra-curricular activities, 
part-time jobs etc. 
• Encouragement to expand 






Future recommendations for Tū Kahika have been categorised into career/professional 
development and extending the scope of Tū Kahika. These are outlined in Table 35 below 
and detailed further, including participant quotes in Appendix L. Table 35 shows that 
career/professional development recommendations include opportunities to meet and hear 
from Māori health professionals and opportunities to attend Māori health events such as 
Māori health conferences and symposiums. It also shows that recommendations underlying 
extending the scope of Tū Kahika include widening the focus of Tū Kahika beyond health 
to include supporting study in fields such as Commerce, Law and Arts, as well as career 
advisement beyond health sciences. 
Table 35: Future Recommendations 
Career/Professional Development Extending the Scope of Tū Kahika 
• Opportunities to meet and hear from 
Māori Health Professionals 
• Work experience in Health 
• Māori Health events such as conferences 
and symposiums 
• Widening the focus of Tū Kahika beyond 
health to include supporting study in 
other areas including Law, Commerce 
and Arts. 




Respondents were asked what their current occupation was. A total of 96 respondents 
provided details. Table 36 shows that 25% of respondents are in the workforce with 19% 
in the health workforce. This includes six Doctors, six Dentists, two Physiotherapists, one 
Pharmacist, Trainee Anaesthetic Technician, Disabilities Support Worker, Māori Health 
Worker and Rangatahi Health Careers Support Worker. Table 36 also highlights that 75% 
of respondents are studying, with 55% studying towards health-related qualifications 
including Bachelor of Medicine and Bachelor of Surgery (20%), Foundation Year Health 
Sciences (12%). Other health-related qualifications that respondents are studying towards 
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include one Bachelor of Dental Surgery, two Bachelor of Physiotherapy, one Bachelor of 
Pharmacy, two Bachelor of Nursing, one Bachelor of Chiropractic, six Health Science First 
Year, five Bachelor of Science, one Bachelor of Science Technology, five Bachelor of 
Health Science and one Bachelor of Sports and Exercise Science. 
Table 36: Current Occupation 
Occupation Responses (%) 
Doctor 6 (6.3) 
Dentist 6 (6.3) 
Physiotherapist 2 (2.1) 
Pharmacist 1 (1.0) 
Trainee Anaesthetic Technician 1 (1.0) 
Disabilities Support Worker 1 (1.0) 
Māori Health Worker 1(1.0) 
Rangatahi Health Careers Support 
Worker 
1 (1.0) 
Administrator 1 (1.0) 
Lifeguard 1 (1.0) 
Team Leader (Receivables) 1 (1.0)  
Milk merchandiser 1 (1.0) 
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Teacher Aide 1 (1.0) 
Studying towards a Bachelor of Medicine 
and Surgery (MBChB) 
19 (19.8) 
Studying towards a Bachelor of Dental 
Surgery (BDS) 
1 (1.0) 
Studying towards a Bachelor of 
Physiotherapy (BPthy) 
2 (2.1) 
Studying towards a Bachelor of 
Pharmacy (BPharm) 
1 (1.0) 
Studying towards a Bachelor of Nursing 
(BHSc(Nursing)) 
2 (2.1) 
Studying towards a Bachelor of 
Chiropractic (BChiro) 
1 (1.0) 
Studying Health Sciences First Year 
(HSFY) 
6 (6.25) 
Studying towards a Bachelor of Science 
(BSc) 
5 (5.2) 
Studying towards a Bachelor of Science - 
Technology (BSc(Tech)) 
1 (1.0) 
Studying towards a Masters of Science 
(MSc) 
1 (1.0) 
Studying towards a Bachelor of Health 
Science (BHealSc) 
5 (5.2) 





Studying towards a Bacheor of Sport and 
Exercise Science (BSES) 
1 (1.0) 
Studying Foundation Year Health 
Science 
11 (11.5) 
Studying towards a Bachelor of Arts (BA) 2 (2.1) 
Studying towards a Post-Graduate 
Diploma in Arts (PGDipArts) 
1 (1.0) 
Studying towards Bachelor of Te Reo 
Māori (Heke Poutuarongo Reo) 
1 (1.0) 
Student (qualification unknown) 11 (11.5) 
Total 96 
Chapter Four: Rārangi Patai (Online Survey) Results presented the quantitative findings 
for this study. This included a socio-demographic and education profile of participants, as 
well as a specific section on the application and interview process. The survey also 
displayed findings in academic impact, the importance of cultural values and approaches, 
pastoral support, financial impact and reflections of Tū Kahika overall. The following 





Chapter Five: Uiuinga (Interview) Results: 
5.1 Overview 
This chapter provides findings from Phase Two: Uiuinga (Interviews). These findings build 
upon quantitative results by allowing for more rich, in-depth perspectives of Tū Kahika and 
its impact to be shared (Creswell & Clark, 2017). Interviews were carried out with the 
purpose of empowering the Māori learner voice, which evidence suggests has important 
implications for producing positive outcomes related to learning, quality-improvement and 
sustainable organisational change (Tahau-Hodges, 2010).  
A total of 11 recipients of the Tū Kahika Foundation Year Scholarship were interviewed. 
However, only 10 interviews were included in the analysis. Each of the participants have 
been allocated a pseudonym. Findings are presented in the following sections: 
• Pre-Tertiary Education Experience 
• Academic Impact 
5.2 Pre-Tertiary Education Experience 
Interview participants had a number of factors in common when applying to the Tū Kahika 
Foundation Year Scholarship Programme. Six key themes in these factors were identified 
and are presented further below. These themes include supportive secondary school staff, 
outreach programme participation, positive interview experience, whānau support and 
belief, previous science subject exposure and being from communities where going to 
university was perceived as uncommon. 
5.2.1 Supportive Secondary School staff 
Supportive secondary school staff were identified in participant interviews as a common 
factor amongst Tū Kahika Foundation Year Scholarship recipients. Comments identified 
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specific teachers, careers advisors and secondary schools in general. Comments are 
highlighted below. 
“We had a guidance counsellor at my school and she was really cool. She obviously, 
heard that [previous TK] went through that pathway... But yeah, she knew about it 
and she encouraged students who are keen to enter into health sector to look into it 
or like she helped us look into it.” -TK Tuatahi 
“We had a real good support system at [secondary school], so we were never left 
worried about anything, our teachers were happy to answer our questions. They 
would put in the extra effort especially at the time in [secondary school], a lot of our 
teachers were deeply passionate about teaching us, they would stay after school for 
us. We would stay behind, just to get our homework and stuff done. Yeah, 
sometimes our teachers would stick around and even offer us extra tutorials, extra 
lessons. But everyone knows that it's different to high school, the jump to foundy. 
Because we had that support, the same support that was offered in Foundation Year, 
it really helped, it made everything pretty much seamless.” -TK Tuatahi 
“…And through that kind of built a relationship with that teacher and we kind of did 
start looking for like scholarships and stuff and like talking about University, because 
I did have like aspirations to get to university and, to like, do medicine. Before I got 
there. So, I guess. Yeah, I just remember like one day we kind of, she kind of brought 
up this scholarship and I think because I'd done REACH before that, okay yeah so 
like it was, it was kind of. I think we might have can't remember exactly what 
happened because it was a while ago but it was sort of we found some information.” 
-TK Tuarua 
“I had no idea it was a thing until like, my guidance counsellor at school, what, yeah 
no, careers advisor suggested that I do it like three months before I finished Year 
13. And I had no idea what it was. She was like, it’s just like this Māori scholarship. 
And that's kind of all it was to me. I was just like Māori scholarship. I was like okay, 
and now like “they pay for this, they do this.” -TK Tuatoru 
“Actually it was by chance that I was aware, like my Māori teacher at [secondary 
school], she informed me that there was this new program called Tū Kahika that I 




“And my teacher just found the Tū Kahika scholarship. She just found it. And she 
showed it to me and cos I hadn't taken sciences before but I'd always kind of, like, 
just wanted to try it so I seen TK and thought like “oh, maybe this is something I can 
do to see if I’ll like the sciences”. -TK Tuarima 
“I think with my case was very exceptional. Yeah, one of my science teachers caught 
wind of the idea. I don’t know if she researched but she obviously knew that I had 
aspirations to maybe go to uni just to know how to bridge there. I didn’t have UE, I 
didn’t have NCEA level three. It was basically just NCEA level two and was quite lost 
about where I was going to go. I mean, she just stumbled across the idea. I don't 
know how? She must have been doing some careers… you know, have you ever 
done careers before in your school and you’ll go to a class and you just spend the 
whole class like researching “oh, what does a biochemist do”? You know “what does 
a lawyer do? What does this do”? Or she must have been doing that for us at the 
time and she just come and see me, she said “look I stumbled across this 
scholarship. You’re probably too late for it, you're probably too young for it. But you 
might as well just give it a shot and see what happens”. Yeah, she basically directly 
called Zoe and they had a chat about it.” -TK Tuaono 
“So, um, at [secondary school] we had two other girls that did Tū Kahika in [year]. 
So they were our tuakana at school, and going to [secondary school] that was one 
of the scholarships [principal] would push girls to go for. And so that's how I heard 
about Tū Kahika.” -TK Tuawhitu 
“So [principal] really pushed us, all the girls that were wanting to do medicine to really 
apply for the Tū Kahika scholarship so that’s uhm, that's where I heard most about 
it. And then more in-depth information about it at REACH.” -TK Tuawhitu 
“Uhm yeah I was 15 when I decided. I told my school and they were really supportive, 
and they said, this is kind of what you need to study if you want to go down that 
pathway…” -TK Tuaiwa 
“I had one teacher, like I did mainly physics level 2. And I had one teacher that goes 
oh like, “why don't you do this or do that. You should go do that”. And I was like 
“shot”. Like you know sort of thing. And he was actually the one that set me up with 
that program that Sam [Kōhatu staff member], and that were running that year. So 
like, it's funny enough like… this fullah was like, like a pure [sic] like physics teacher. 
Like he was so yeah… it’s so funny that he was just like, “oh, you should do this”, 
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and I was like oh, that sounds allgood and that's how that opened that door for Sam 
[Kōhatu staff member], and the team up here and then like touching base about 
[previous TK] and stuff like that just kind of like opened up more doors for me.” -TK 
Tekau 
“… I had a real good relationship with the careers advisor. She’s this Samoan lady 
whose just like… everyone would just chill in her office, like this like large space and 
just like, it was pretty cool. But she came to that as well, so it's kind of like heaps of 
people showed up for it and just like jumped in and had a yarn and stuff.” -TK Tekau 
5.2.2 Outreach participation  
Participation in different tertiary education outreach programmes were identified as a 
common theme amongst interview participants. Specific outreach programmes and specific 
staff that delivered outreach programmes in schools were mentioned. Comments showing 
this theme are presented below. 
“I had met Ashley Te Whare [previous University of Otago Māori Liaison Officer] who 
had came up to our high school for one the expos that we had? So, I kept in contact 
with him and just knowing that I knew someone in the interview and I knew how great 
he was and just how he explained how the scholarship worked and everything.” -TK 
Tuatahi 
“So I went down on a… It was like a university experience, REACH… And I just 
completely saw myself, like in the university... And so, doing REACH and actually 
talking to Tū Kahika students and past Tū Kahika students really opened my eyes 
to it and I was like “actually nah yeah this is mean” and them just saying, you know, 
it's a year but, you know, in the long run, it's an awesome year where you ’re set up 
with a whānau that’s literally going to be with you through the whole, the whole 
journey, no matter what your journey is. We have a stronger foundation of the 
studies, no matter if you, you know you got Dux at high school or if you weren’t 
smartest person it was still awesome to kind of do, so I was actually like “nah, yeah. 
this is me”. -TK Tuawhitu 
“I met Zoe [Kōhatu Manager] via a programme I was doing with Kia Ora Hauora. 
Uhm and back then she was running something called REACH –not the TK 
programme. But I came down on REACH and then afterwards Zoe emailed me and 
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was like “oh the scholarship is coming up for this if you’d be keen to apply” and I’m 
like “oh, yeah maybe” cos I was wanting to come down and do Med then. And then 
did a scholarship and then she was like “we’re going to do interviews” and I was like 
“cool” -TK Tuawaru 
“So I went through the… you know how the MAPAS and Whakapiki Ake programme 
well for MAPAS they had those recruitment at highschool, but I always knew I wanted 
to be a Dentist. I didn't know. I didn't have connection to Otago so I just made through 
that process. And then I applied for MAPAS, only. And then I got an interview. And I 
said in that interview that I wanted to be a dentist. And they were like “well you're at 
the wrong school girl”. And then my mom and dad... It's funny, because my Mum 
and dad knew they just didn't know how to tell me that I had to go to Otago. But at 
that interview. What’s her name… Papaarangi [HOD, Māori Health, Faculty of 
Medical and Health Sciences, University of Auckland]. It was Papaarangi Reid and 
this other lady… this other medical doctor whose a teacher and they were kind of 
like “if you want to be a dentist we would like to help you.” And they… at that interview 
called Zoe and then organised for me to go and have an interview with Zoe. Like, I 
feel like it was that same day.” -TK Tuaiwa 
5.2.3 Positive interview experience 
One of the key themes identified in common factors across interview participants was a 
positive interview experience. Comments are presented below. 
“The interview process was pretty cool actually, because I had met Ashley Te Whare 
who had came up to our high school for one the expos that we had? So I kept in 
contact with him and just knowing that I knew someone in the interview and I knew 
how great he was and just how he explained how the scholarship worked and 
everything. I wasn't nervous at all. All I had to do was just [talk] about me and like 
the same way I'm talking to you right now and you see just be yourself, which was 
the best advice that I could have been given, because you don't want to be faking 
things.” -TK Tuatahi 
 
“And I just remember feeling so grateful for the interview, purely because you know 
you could have just got an acceptance letter, an email for me knew that you've been 
accepted, but I think it was important for my family to meet these people, but also be 
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reassured that I wasn't just going down there nobody was kind of gonna look out for 
me. Yeah, and so that, that initial interview was very important to me and my 
whānau, but just the wairua, and just the reassurance that both Simon [previous 
Academic Dean of UOLCFY] and Darren [previous Director of OMD] was able to 
give my whānau. Yeah, was positive. And, yeah, nah I just remember it being a 
special moment and just grateful for that opportunity.” -TK Tuawhā 
“I don't recall the details specifically that were discussed, but I just remember Simon 
with his aviators and his suit. It was like “woah whose this Chinaman”. And Darryn 
tall, Pākehā fullah who spoke te reo and I was like, Okay, this is an interesting. Like 
I don't know what kind of vibes, but immediately from when we hongi’d, we 
introduced ourselves. Yeah, there was immediate peace and relaxation that offers 
space. Yeah, these are great people and I think there's something special about the 
program. Yeah. I just remember my mum and my auntie who were present they were 
the ones asking all the hard questions. I was just sitting there like oh I could 
possibly…” -TK Tuawhā 
“Well, like, it went well. I just, I think they were just talking more about like what to 
expect from the year. So, I think, for me, it was cool to hear like what I should expect. 
Um, but yeah. Yeah, I think we were just quite happy that I got… that I even got up 
to the interview stage, to be honest. So, yeah.” -TK Tuarima 
“Yeah. Darryn and Simon were extremely good at making me relaxed cos where I 
come from an interview is something that’s very formal. You know, you gotta… you 
gotta be on your mark with your questions, with your answers. You got to look the 
part, you have to feel the part -I had none of those. But they came to the meeting 
and they just basically said, “Look, this is informal be relaxed. Let's have a general 
chat rather than a structured interview”, which I felt was real relaxing. I had my dad 
with me at the time. Yeah, they made me very comfortable and it was actually a 
positive event, because I was stressing about it. I didn't know what to say, how… 
cos I felt like I had to sell myself but they were telling me not to do that. They were 
just basically saying, “Tell me about yourself” and I just said “Look, I know nothing 
about what you guys want us to do in the program. Can you help me out?” And they 
basically said “yeah we’re willing to invest and help you out” and they gave me a foot 




“…she was like “we’re going to do interviews” and I was like “cool” and then it 
happened the week… the week… by the time her and Simon were coming, my 
parents were away. But they came and did the interview anyway and it was real cool 
like they weren’t intimidating or anything like that and real reassuring. Uhm, and 
made me feel very welcomed to coming down to Dunedin especially away.” -TK 
Tuawaru 
“But like we were talking about the programme and stuff like that and like they asked 
me why I wanted to do med and go do TK and they uhm. I remember Simon saying 
like it’s only like… the key thing that I can remember, “I see a lot of potential in you 
which we can work with” and that was like a real cool thing after having a real shit 
year, for someone to say to me. And they like left and made me feel real good about 
the interview.” -TK Tuawaru 
“I crack up when I think about it. But, nah, I think it was all good aye. I think, 
traditionally what like obviously in modern society, what an interview like would 
usually feel like it's like, way more full on like when I got interviewed for a leadership 
position in school that I was at, compared to like that interview, like so different. Like 
for me. That was very like probing -like the school one, whereas the other one was 
like more about, you know, they actually like want to know more about yourself like 
not just like “oh, what's your vision for the school”, not silly stuff like that, like, it's 
more like, “where are you from”, it’s more like personable, personal. Like more 
focused on you and like how they can help you, help them in the long run, by getting 
all the way through and ra de rah. I think like different vibe though so for me I found 
that pretty good.” -TK Tekau 
5.2.4 Whānau support and belief 
Whānau support and belief was identified as a common theme amongst interview 
participants. Comments identified whānau members who were supportive of their 
educational pursuits and supportive of the decision to participate in Tū Kahika. Comments 
highlighting this theme are presented below. 
“I feel like they saw it coming. I feel like they knew that I was meant for greater things 
because I was one of the first people in my family to even be offered a place at 
university. I was one of the only ones as well to make it past year 12, well past year 
11 actually. After year 11, all they saw me doing was great things. So as soon as 
 
114 
they heard, they were like, "Cool, this is definitely you. You can do it. Go for it." -TK 
Tuatahi 
“…when I started in high school I hadn't been doing well at all in like year nine, year 
ten, like just like it was pretty bad like even like sometimes where I’d like ditch school 
because I just didn't like it. And then like year eleven my mom was like right I've had 
enough like the school wasn't doing like what they could be doing for you then and 
like my mum felt like it was a systemic problem with, like, like, what the school had 
with, like the Māori students and like just sort of students who weren't doing so well 
academically they wouldn't try put the time into those people that kind of was sort of 
seeing them as people that weren't academic...So she kind of took that stance and 
sort of basically decided to fight the school -which is like just her personality, I guess, 
um, which is really good because it did like they ended up getting like some like 
supporting for me so like yeah once I was in year 11 it was a lot better. Started to 
get more and more support.” -TK Tuarua 
“Mum was real happy. My Dad was like “meh”. Like he was happy that I was at uni 
so he was just happy. But was happy cos like having the extra support around and 
yeah.” -TK Tuawaru 
“I didn't know anyone before I went to Dunedin but I was so like…because of the 
programme my family was confident that I was going to be okay. And so I was 
confident. And so, yeah, even though I didn't know anyone, my family didn't take me 
down because they had mahi, so they literally just chucked me on a flight, and then 
I was gone.” -TK Tuaiwa 
5.2.5 Limited previous science subject exposure 
Experience in previous NCEA science subjects including biology, chemistry and physics 
were identified as a key theme in common factors amongst interview participants. 
Comments highlighting this theme are presented below. 
“I did mainly physics level 2.” -TK Tekau 
 
“I did fail though. I failed Physics. And I knew there was something about my external 
exams because I got Excellences in biology but not chemistry. And so, I don't know 
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who it was, I don't know who it was but they said it was competitive. And so I lost a 
little bit of confidence in going straight into health science.” -TK Tuaiwa 
“Yeah, so I did everything before I came to do TK but I, after the quakes our school 
got real small. So, there was only like 5 of us in our chemistry class for Year 13 in a 
quake damaged building. Uhm, so like I did it but I don’t think I fully understood it. 
Like I really struggled with physics and stuff and I had amazing teachers. But, and 
like I did all the sciences, biology, maths, physics.” -TK Tuawaru 
“So I did something called the “Asian five” throughout all of high school, so it was 
English, calculus, biology, physics, chemistry, like all through high school. Um, what 
really threw me off you know… I was… going back to that… I was more of a high 
achiever kind of girl so I was getting excellences through high school and I was just 
really, really working hard. Um, I had never gotten a “not achieved” in my life. So, 
going away for my year overseas and coming back I had sacrificed a big chunk of 
my education, and where now I was sitting in like a merit, achieved level, which was 
a real like shocker for me. And it was having to like navigate that space, and being 
like, “Okay, this is what I'm working with”. I had to repeat a couple of level two 
subjects in level three so for my 13 year, I did my level two, biology, chemistry, again, 
as well as some level three biology, chemistry, and then I did again my level two 
calculus, and my level three calculus in the same year.” -TK Tuawhitu 
5.2.6 Being from rural communities 
A key theme in factors common to Tū Kahika Foundation Year Scholarship recipients that 
was identified across interview participants was being from rural communities. Comments 
depicting this theme are presented below. 
“I think I might have only been the only kid that was offered a scholarship just 
because I think I was the only one that was looking at doing like anything health 
related and Māori. And like [rural town] quite a white community so you know it’s not 
really a thing.” -TK Tuatoru 
 
“[rural town] which is little rural town outside of [City]. It's not a wealthy area but it 
was very low decile but its uhm very laid back. Very farm life like town. So, the stuff 
that I did down here was contrast to what I was doing up there which was more farm 
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based, very relaxed environment, more uhm… yeah it was honestly just sheep 
farming, and that would have probably been my future if I’d stayed there… which I 
wouldn’t have minded but you know -that is the main difference, come down here, 
all of a sudden, it’s just tertiary education left, right and centre.” -TK Tuaono 
“Um, so, I… so my family been in [rural town] for bloody years. Generations and 
generations sort of thing. So yeah, I grew up there. My whole life sorta thing. Yeah, 
what’s it called. Yeah, so I’ve always been quite a small town boy anyways but like 
my family are from… So, on my Granddad side he's from Ratana Pā, just outside of 
Wangas and on my Nannys side, she’s from Mot… Motueka so just out of Nelson. 
So like quite a you know differing, family background leading into [rural town] but 
yeah, I've been there all my life… in [rural town].” -TK Tekau 
“Um, so, for myself in [rural town] it is predominantly made up of Māori from Tūhoe. 
And that's like who I saw was my Māori people. They were all family you know, I 
knew her nanny and his Koro and they live down the road from my marae. You know 
it was quite, you know, very family orientated going to [secondary school] where the 
predominant iwi was Ngāti Kahungunu was very like….. and there were only like two 
girls from Tūhoe! I was like “Wow. This is so different”. But, um, yeah so in the 
weekend, predominately my whole childhood, I was in the bush. Back home in the 
bush with my Nannies so yeah.” -TK Tuawhitu 
5.3 Academic Impact 
Interview participants were asked about any academic impact the Tū Kahika Foundation 
Year Scholarship programme may have had on them. Participants made numerous 
comments and seven themes were identified. These included bridging gaps between 
Secondary School and HSFY, increased confidence navigating University, exposure to 
University style of learning, providing a pathway to tertiary education that would have 
otherwise not been possible, increased understanding of academic strengths and 
weaknesses, Māori Centre tutorials and Kōhatu exam preparation workshops as valuable 
sources of academic support and irrelevant academic content due to previous subject 
exposure. Themes are presented further below. 
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5.3.1 Bridging gaps between Secondary School and Health Science First 
Year (HSFY) 
One of the common themes in academic impact identified by interview participants was 
bridging gaps between secondary school and Health Science First Year as evidenced by the 
quotes below.  
“The TK year, really did help set me up and bridge that gap between high school 
and university. Everyone knows that when they do TK and then they move into health 
sci, it's a big jump, but still without a lot of the information in the TK year, without that 
I would definitely have struggled” -TK Tuatahi 
“...You had sort of like a foundation, literally, so that you could kind of work on any 
kind of gaps you felt you had before jumping into uni...” -TK Tuarua 
“It was really sort of a prep year for HSFY and I think the thing that I loved the most 
about it is the transition from TK to HSFY didn't seem that huge.” -TK Tuatoru 
“Academically I think foundation year is a very good preparation year.” -TK Tuawha 
“…this is a year where it's literally just conditioning me to be ready for Health 
Sciences.” -TK Tuawhitu 
“It was good cos it gave me like a bit of reassurance coming down that I like… have 
a backing to put myself on between jumping from high school to there cos like high 
school was pretty rocky for me and then jumping from that to coming straight to uni 
was quite a big change. So just having something which allowed me to get a bit of a 
stepping stone, an idea bout how I can push myself to get on that right pathway… it 
was good.” -TK Tuawaru 
“I think I would have failed physics, at health science because that was my hardest 
and probably chemistry as well... I wouldn't have had… the stamina to get through 




5.3.2 Increased confidence navigating University 
Increased confidence navigating University was identified as a key theme in academic 
impact amongst interview participants. Comments referred to increased confidence 
navigating the University as a system as well as specific aspects including online learning 
platforms such as Blackboard58. In addition, one comment highlighted that not only did Tū 
Kahika increase the recipient’s confidence in navigating the University system, but also the 
wider Māori student group as a whole. This comment is included at the end.  
“I guess educationally in terms of familiarising us with the kind of university setup 
and format. Obviously it's one thing studying NCEA level three, but it's completely 
different thing being in kind of the university environment and you kind of, I guess, 
it's up you to make it to class and you kind of have to look after yourself at that point.” 
-TK Tuatoru 
“It helped me be confident in navigating through the university and even the online 
system. The online side of it. [referring to blackboard and e-vision].” -TK Tuatahi 
“So, in terms of like the Tū Kahika year for myself, it really helped me build the sort 
of confidence I need to kind of settle into university life as a Māori girl coming from 
like a small, isolated rural place to a big city…” -TK Tuawhitu 
“It gave like a chance to get used to being here and away from home and everything 
like that… Without the pressure of health sci at the same time and like just getting 
used to how the uni system works. It’s just real different to highschool like having to 
use e-vision, blackboard –not moodle because that’s not health sci.” -TK Tuawaru 
“Yeah, I feel like that year gave me a certain confidence in myself to be able to thrive. 
I think I would have been too introverted, and I wouldn't. I would’ve went where ever 
my friends were. I did that in TK year and I realized, “oh actually I'm not dumb. I'm 
 
58 Blackboard is an online learning management system. It is a web-based server software which features 
course management that allows integration with student information systems and authenticiation protocols. 
Blackboard is utilised in a number of courses at the University of Otago, including HSFY. 
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quite smart, I can do this” you know I rocked up and just did what I needed to do in 
health science. Yeah.” -TK Tuaiwa 
“Yeah, I would. And to add to that further I recall, when our cohort went into health 
sci, because we were familiar with the support networks because we were so 
confident, navigating our way throughout the university. I think we had an impact on 
all the Māori students in first year health sci. There was something about the Tū 
Kahika students in terms of “oh they just knew where everything was”. -TK Tuawha 
5.3.3 Exposure to the University style of learning 
One of the key themes identified by interview participants was the exposure to the 
University style of learning. Comments included exposure to different aspects of the 
University style of learning that differed from secondary school including lecture and 
tutorial methods of content delivery and also being responsible for their own learning.  
“Absolutely! Absolutely! So, I feel like the main struggle, students coming out of high 
school going fresh into university is the process of how classes are taken. So, 
lectures and tutorials and labs, your literally, you know for a lecture that was quite a 
shocker for me… Going in, and it's not like a classroom at all, you're listening there 
to the lecturer for about an hour, talk about something, and there's not really like any 
introductory kaupapa at all, going into Tū Kahika, it was like at a slower pace.” -TK 
Tuawhitu 
“Yeah, so I think we were exposed to lecture settings and so transitioning from high 
school or college to tertiary lecture style. So, foundy [UOLCFY] was great because 
it had clear objectives, you were able to go through the lectures, you were able to 
connect objectives with what was in the slides, yeah. However, not all papers in 
Health Sci had objectives and had clear slides. You know chemistry and physics 
were all over the place. So yes, prepared well for certain subjects like cells and 
hubs.” -TK Tuawhā 
“…And in regards to figuring out how to do exams and stuff at uni is quite different 




“Yes, sure. Uhm, habits. I developed good study and learning habits. Well I actually 
know what they were like, to be honest, like I was, I had good grades at high school, 
but it wasn't because of habit, it was because mom said “[name], you've got an exam 
coming up, you should probably study”. You know, teachers on your back whereas 
when you go to uni, there’s a real need for independence, which I learned in that first 
year, uhm so in terms of academically having responsibility over my own learning. 
Yeah, I learned how to do that in that first year, like, yeah, because I even noticed 
when I look back to TK my grades in the second half of the year were much better 
than the first half because the first half was like pretty much experimenting. Learning 
your own personal style, when you like to study. I realized I was a night owl as 
opposed to an early morning person.” -TK Tuaiwa 
“But, what I liked is you went to the lecture, and then you had a tutorial that went 
over the lecture and I think the skill that, that taught was revise straight away…Yeah, 
reinforce what you've been, been taught. And so I think it’s set out to be a very good 
programme. I would recommend it for many students.” -TK Tuawhā 
5.3.4 Pathway to tertiary education that would have otherwise not been 
possible 
One of the key themes identified in academic impact by participants was the perception 
that Tū Kahika provided a pathway to tertiary education that would have, for various 
reasons, otherwise not been possible. Interview participants reflected on what they thought 
they would be doing, had they not received the Tū Kahika Foundation Year Scholarship. 
“...in year 13, yeah well, I think my education suffered a little bit. I didn't quite get UE. 
When I got the offer back for Tu Kahika, that's how I knew pretty much that this was 
the path for me, it was either work at McDonald's or follow my passion. I couldn't turn 
down the offer.” -TK Tuatahi 
“...yeah it was honestly just sheep farming, and that would have probably been my 
future if I’d stayed there… which I wouldn’t have minded but you know -that is the 
main difference, come down here, all of a sudden, it’s just tertiary education left, right 




“It is. It is. Definitely academic. Absolutely. Like I don't see myself qualifying outside 
of TK. That might be pessimistic but it's… it definitely gave me that drive, and 
because I see you all doing it. You know like the young ones doing it and like, Look, 
we can do this, we can do it, it just creates that whole herd immunity, that was one 
idea I learnt in TK too. What was it like… herd qualification? I don’t know.” -TK 
Tuaono 
“…Like Otago was beyond my triangle of [rural town]….Little Box of [rural town]… 
was too far, yeah but I knew what I wanted...” -TK Tuaiwa 
“In high school like year eleven, I like got my 60, level one, like achieved credits and 
I was like, “see ya”. Sweet, I'm done. Goodbye. I just was like, I don't know, I had it 
drilled into me that like all I was really made for was to either go work on the boats 
like the rest of the family or just like…. like or just do like some other job.” -TK Tekau 
5.3.5 Learning own strengths and weaknesses 
A key theme that was identified pertaining to academic impact amongst interview 
participants was learning their own strengths and weaknesses. These varied from learning 
their best and most efficient learning strategies, to learning who they could and could not 
study with, discerning so-called good behaviours from bad behaviours and gaining 
confidence in their own academic abilities in general. Comments highlighting this theme 
are presented below. 
“Yeah. I think I know a lot better now and after doing TK and Health Sci, what works 
now for me, like I know that I’m more of a visual learner and stuff like that so trying 
to learn maths equations does not help me at all.” -TK Tuawaru 
“…through my journey I feel like, oh yeah I know how to study. I know my strengths, 
my weaknesses. When you’re at the start, you are navigating that space you don't 
know how to study and take notes.” -TK Tuawhā 
“Yeah. In terms of who I can study with and who I can't… personality…that affected 




“I just, I think you realize that it's mean, it sets you up. Gangster. Sort of thing like… 
Really, you know, if you get out of bed on a Sunday and go to those workshops you 
know all that sort of stuff like… make that… it’s kind of like, if you meet Kōhatu half-
way or, you know, like the TK crew halfway then, like then there's no reason why 
you can't… if you give it a good crack. Sort a thing. Yeah.” -TK Tekau 
“I think foundy [UOLCFY] as well as like TK, like you know, it sets you up as a 
student, but it also lets you figure out what the hell you're up to as well. Like kind of 
like sorting out good behaviours, bad behaviours and I don’t know. Gives you like 
that growing time as a student, especially for, you know cos half the trouble for health 
sci or first year students, is almost like, just that adjustment. And, like, different level 
of academics based off where they’ve come from, you know, new area, and then 
like how they prioritize things and just like heaps of different like little things that go 
into how well or how bad they do. And then do bad, fail, whatever and then drop out 
of uni, but it's like nah, it was never like that. The education side of it -it's just like 
everything else that influences how you perform. Like, I think for us as Foundy 
students, well for me personally it let me figure that out and, kind of, you know, it's 
like growth in that first year. That in some other demanding first year courses you 
don't have time to do.” -TK Tekau 
5.3.6 Māori Centre tutorials and Kōhatu preparation workshops were 
valuable  
A common theme that was highlighted through participant interviews was the different, 
valuable sources of academic support that were accessible during the Tū Kahika 
Foundation Year. The most valuable sources that were highlighted included Māori Centre 
tutorials and Kōhatu exam preparation workshops. Specific tutors such as Dr D.J, L.S and 
S.M59 were also highlighted as excellent teachers. Comments showing this theme are 
presented below. 
 
59 S.M is a chemistry tutor 
 
123 
“I definitely found the Māori Tutes helpful. The Māori Centre tutes, those helped me 
get through a lot of my homework and stuff..." -TK Tuatahi 
"... [Dr D.J], she was great. She really broke down chemistry in a way that made it 
easy for everyone to understand...” -TK Tuatahi 
“Aw, and uhm [L.S]... Yeah, she's amazing. Definitely like, made physics like, she 
just made physics seem so easy, so doable. I enjoyed physics because of her.” -TK 
Tuatahi 
“But even yeah, even foundation you know it was good, it was really good to have 
those tutorials at the Māori centre like that was super helpful. Uhm, and I know that 
everybody else who went to those was like really like grateful for them as well. Uhm, 
so that was definitely like memorable and helpful. Yeah, it really helped to like 
consolidate what we were learning as well.” -TK Tuarua 
“[Dr D.J] and [S.M] ?... Yeah bro, that was pretty unreal having them all in there” -
TK Tuatoru 
“we had great tutors like [Dr D.J]. Who, very smart, but able to simplify complex 
principles to simple things. And so that's what I'm saying about teaching as it comes 
back to who's teaching it. Yeah, if you teach it in a way that’s’ simple, easy. Of 
course, students will thrive but if it’s still complex, Well, yeah, makes it a bit harder. 
And I think a lot of lectures in health sci were so boring. Yeah. Like, they just 
expected you to go back and teach yourself to do the physics and chemistry, it went 
over your head but when you went to the Māori Centre tutes. They were able to 
simplify. “Oh, that's what that meant, well that's not what the lecturer said”. You 
know. You get frustrated! It's almost like why do you need to complicate something, 
because if you know it well, you should be able to simplify it But it’s like oh yeah. So, 
yeah, I think it comes back to who's teaching it.” -TK Tuawhā 
“I think it was good just to have it on offer so like the halls would have the tutors for 
all the health sci subject and obviously in foundy we don’t have them. But we did 
have those ones through the Māori Centre on offer so in health sci year you have 
double the options but in Foundy obviously its good as well cos you have the little 




“…there were ones at Arana, and we also had the ones provided by the Māori Centre 
and they were good cos sometimes in class you just like need a bit of extra time to 
go through… or extra time to ask questions which you don’t have available in class. 
Which you don’t have time or there’s a whole lot of other people wanting to ask 
questions.” -TK Tuawaru 
5.3.7 Irrelevant academic content due to previous subject exposure 
A key theme identified in participant interviews was the perceived irrelevance of academic 
content due to previous subject exposure. Although this was highlighted as a common 
theme from interview participants, it is important to note that comments also acknowledged 
that the academic content would be valuable to peers who lacked previous subject exposure. 
One comment included at the end of this section complements this theme by highlighting 
that content was academically difficult due to lack of previous subject exposure. 
“But honestly some of the classes that we did I'm going to say were pointless... But 
in terms of, because to be honest, I actually did pretty good in chemistry… but I 
guess it was just to build you and prep you for health sci so for kids who had never 
done any of that stuff before then obviously it would be huge for them being in that 
environment and then all the tutes that they set up and all the access and I guess 
help that they get from all these academic scholars” -TK Tuatoru 
“And for me personally like I didn't, like some of the stuff I didn't need because I had 
done it at high school already but was good to still have it there and just like reinforce 
it. And there were other people that would need it as well because they just hadn't 
done those subjects at school so like it was good too. I imagine it would have been 
a lot more helpful for them as well.” -TK Tuarua 
“Uhm and I guess once you're done like Year 11, Year 12, Year 13, you've kind of 
forgotten a lot of stuff from like the two years before so it was good to go back and 
just go through everything again...Even if it was a lot faster. Uhm, Yeah, just so it 
was like in your head, sort of, right before health sci.” -TK Tuarua 
“Sure, so, my preparation from [secondary school]. I felt like yeah, I mean I could 




“Personally, it didn't really help me that much... So on that side of it, not really, like it 
didn't really help me hugely.” -TK Tuatoru 
“Because it was yeah, it was like a hard year because it was only my second year 
doing sciences, so it was real hard for me. Like just doing Foundy [UOLCFY] was 
real hard for me… So after I did Foundy, I was just relieved that it was done because 
of how hard it was.” -TK Tuarima 
 
Qualitative Findings from Chapter Five – Uiuinga (Interviews) builds upon the quantitative 
information gained from Rārāngi Pātai. Uiuinga in particular adds more in-depth, rich 
information in regards to pre-tertiary education experience and the academic impact on the 
recipients of the Tū Kahika Foundation Year Scholarship. The quantitative and qualitative 




Chapter Six: Matapaki 
Matapaki focuses on the first two research questions outlined in Tikanga o te Kaupapa nei 
(what is the socio-demographic and education profile of the recipients of the Tū Kahika 
Foundation Year Scholarship and what is the impact of Tū Kahika on the recipients of the 
Tū Kahika Foundation Year Scholarship) and what has been learnt from Rārangi Pātai and 
Uiuinga in regards to these questions. Matapaki also outlines the strengths and limitations 
of the research. 
6.1 Socio-demographic and Educational profile  
The results of the research suggest that the socio-demographic and educational profile of 
Tū Kahika Foundation Year Scholarship recipients is diverse, while keeping within the 
selection criteria of the scholarship. Due to the purpose and specific selection criteria of the 
scholarship, the results for ethnicity and age of participants at the time of application was 
expected to be 100% Māori with majority in the 18-19 years old age group. The results 
reflected this selection criteria with 100% (111 participants) identifying as Māori and 
82.9% being between 18-19 years old at the time of application. It is important to note the 
contribution in ethnic diversity that Tū Kahika has had and continues to make in the context 
of the pipeline framework which has seen a significant increase in Māori student numbers 
-in both the Health Sciences domestic student population and within the Health 
Professional Programme student population (Bristowe et al., 2016).  
In 2010, when Tū Kahika first begun there were 271 Māori students in the Health Sciences 
domestic student population compared to 417 in 2016 (54% increase). The Health 
professional programmes also saw a marked increase in Māori student numbers from 138 
in 2010 to 309 in 2016, a 124% increase (Crampton et al., 2018). The results of this research 
have demonstrated that 82.1% of participants went on to continue tertiary study after 
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completing the Tū Kahika Foundation Year. Tū Kahika is positively contributing to 
increasing the Māori student population at the University of Otago. 
Findings show the majority of Tū Kahika Foundation Year Scholarship recipients (86.4%) 
are entering Tū Kahika with UE, but without the recommended science subject preparation 
for future Health Sciences study. Given that the Tū Kahika scholarship seeks to help 
students who may be lacking in science subject exposure, a limited science background 
was expected. The ideal preparation advised for HSFY study includes having attained a 
minimum of 14 or more credits in NCEA Level 3 (or equivalent) Biology, Chemistry and 
Physics (Bristowe et al., 2016; University of Otago, 2020e). However, only 33.0% of 
participants had attained 14 or more credits in Physics, with just over half (52.7%) attaining 
14 or more credits in Chemistry. Almost two thirds of Tū Kahika Foundation Year 
Scholarship recipients (60.6%) had attained 14 or more credits in Biology. This distribution 
of previous science subject experience is similar to the educational background seen across 
Māori students entering directly into HSFY (Bristowe, Baxter, Fruean & Latu, 2016). 
These proportions are unsurprising given that nationally, only 8.2% of Māori, aged 17 are 
attaining 14 or more credits in any given science (NCEA Biology, Chemistry, Physics, 
Science) subject (Ministry of Education, 2013).  
In contrast, irrelevant academic content due to previous subject exposure was identified as 
a common theme from the interviews. However, most of these comments were also made 
with an acknowledgement of the importance of these subjects for their peers who lacked 
specific subject exposure.  
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6.2 Impact of Tū Kahika on recipients of the Scholarship 
6.2.1 Academic Impact 
The results of this research strongly suggest that Tū Kahika is having a positive academic 
impact on its recipients. Quantitative findings highlighted that respondents agreed or 
strongly agreed that Tū Kahika helped them develop an understanding of their own learning 
skills (92.6%), study-management skills (84.2%), note-taking skills (78.5%), exam 
preparation skills (85.1%), exam technique (80.4%) and goal setting (72.8%). Survey 
results also highlighted that most (99.0%) respondents found the academic exam 
preparation workshops with Dr D.J or L.S to be “valuable” or “very valuable”, as well as 
the academic tutorials at the Māori Centre (97.2%). This is consistent with the frequency 
of participation in these academic supports, with 97.2% of survey respondents participating 
“always” or “very frequently” in workshops with Dr D.J or L.S and 88.6% with the Māori 
Centre. 
Furthermore, upon reflection of completing their Tū Kahika year (or very near completion 
for Tū Kahika 2019), 97.1% of survey respondents agreed or strongly agreed that the Tū 
Kahika programme met their expectations from an academic perspective and 90.0% felt 
the Foundation Year Health Sciences curriculum prepared them well for further study in 
the competitive Health Sciences First Year (HSFY) course. In addition, 96.0% of 
respondents agreed or strongly agreed that they felt confident to navigate the University of 
Otago (or other TEI) after completing Tū Kahika. 
Qualitative results further supported these findings, identifying a number of themes in 
academic impact including bridging gaps between Secondary School and HSFY, increased 
confidence navigating University, exposure to University style of learning, providing a 
pathway to tertiary education that would have otherwise not been possible, increased 
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understanding of academic strengths and weaknesses, Māori Centre tutorials and Kōhatu 
exam preparation workshops as valuable sources of academic support and irrelevant 
academic content due to previous subject exposure. 
6.2.2 Increased sense of belonging at University 
The results of this research also suggest that Tū Kahika is having a positive impact on the 
recipient’s sense of belonging at University through a number of different ways. The first 
is in regards to the programme’s culturally responsive approach to student support. This 
was highlighted in the quantitative results which showed that 98.1% of respondents felt 
that having Māori staff visibly present as part of the Tū Kahika programme was important 
or very important. Similarly, 94.3% of respondents felt that having Māori students visibly 
present as part of the Tū Kahika programme was important or very important. Opportunities 
for whakawhanaungatanga with other Tū Kahika scholarship recipients such as hangi/quiz 
nights and TK Camp were important or very important to 96.1% of respondents and the 
tuākana-tēina (older sibling -younger sibling) relationship was also reported highly as 
important or very important by 89.4% of respondents. 
Tū Kahika also had a positive impact on recipients sense of belonging at University through 
the intentional provision of Tū Kahika Class. Quantitative findings showed that 89.5% of 
respondents agreed or strongly agreed that Tū Kahika class helped Tū Kahika students 
(TKs) to understand that they have the capacity to make a difference to Māori health. In 
addition, 81.0% of respondents agreed or strongly agreed that Tū Kahika class helped them 
understand how health inequities (particularly for Māori) have developed in New Zealand 
and a further 86.7% understand why we have the Tū Kahika programme and other Māori 
specific programmes. Table 23 also highlighted that 80.0% of respondents agreed or 
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strongly agreed that Tū Kahika class helped them to understand how Māori have 
championed Māori health initiatives. 
Furthermore, an increased sense of belonging at University was confirmed with 96.0% of 
survey respondents reporting that Tū Kahika gave them a sense of belonging and a feeling 
of having a whānau or home away from home. In addition, 96.1% of respondents agreed 
or strongly agreed that the Tū Kahika programme was culturally responsive to them as 
Māori. 
6.2.3 Financial Impact 
Quantitative results indicated that Tū Kahika is having a positive impact on its recipients 
financially. Survey results highlighted that 97.1% of respondents agreed or strongly agreed 
that the financial support of the Tū Kahika foundation year scholarship helped make living 
in a residential college an accessible accommodation option, while 91.1% of respondents 
agreed or strongly agreed that it helped make tertiary education (at the University of Otago) 
accessible for them in general. This was further supported by the qualitative theme 
identified, “providing a pathway to tertiary education that would have otherwise not been 
possible”. 
6.2.4 Critical Success Factors 
Critical success factors for Tū Kahika involve four overarching themes, including 
whakawhanaungatanga (fostering a sense of family and community amongst Māori 
students working together to achieve goals and having a wide peer support network), mana 
motuhake (empowering students to have a positive university experience), manaakitanga 
(providing holistic, wrap-around support) and tino rangatiratanga (prioritising Māori 
student success at university). Sub-themes for these critical success factors are detailed in 
Appendix J.  
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6.2.5 Gaps in Tū Kahika 
This research identified few gaps in the Tū Kahika Foundation Year Scholarship. However, 
some may include better teaching around work-life balance as 69.1% of survey respondents 
agreed or strongly agreed that Tū Kahika helped them to learn about work-life balance. 
Another gap may include engagement with the residential college environment. This is 
suggested because of the obvious difference in frequency of participation and value of 
residential college academic tutorials when compared to Māori Centre tutorials and 
academic exam preparation workshops with Dr D.J or L.S. Less than half (45.7%) of 
respondents reported always or very frequently participating in academic tutorials at the 
residential college. They were also considered valuable or very valuable to only half 
(51.5%) of respondents, with 34.3% reporting them as moderately or slightly valuable and 
14.3% as not valuable at all. However, it is noted that these students may be completely 
satisfied with receiving academic support from those other sources previously mentioned. 
It is also important to consider that only 2/3rds (66.6%) of respondents agreed or strongly 
agreed that the residential college environment was responsive to their Māori identity. 
Similarly, only two-thirds (66.0%) of respondents found residential college staff to be 
important sources of pastoral support with only 47.1% of participants reporting accessing 
residential college staff always or very frequently for pastoral support. 
6.3 Strengths and Limitations of the Research 
Strengths of this research include the high survey response rate (67.5%) and reach with 114 
of 169 recipients of the Tū Kahika Foundation Year Scholarship participating (100 full, 14 
partial). The insider hononga (connection) of the student researcher and supervisors to the 
Tū Kahika Foundation Year Scholarship was considered a strength that would have 
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contributed to this high response rate. The large purposive sample of interviewees (11, 
however 10 included in analysis) was also considered a strength of the research. 
A number of limitations of this research were identified. This included the self-reported 
NCEA science subject participation and attainment. For some recipients of the Tū Kahika 
Foundation Year Scholarship, it had been a number of years since they had attended 
secondary school and so they may have found this information difficult to recall. Some 
participants expressed this at the time of survey participation. The use of the Otter Voice 
Meeting Notes application for audio recording and transcription was also considered a 
limitation as it only recognised English. Te Reo Māori was used in a lot of the qualitative 
interviews which was not recognised by the Otter app. This made transcription more 
difficult. Prospective survey participants not having their own laptops or devices at the data 
collection kai & korero events where surveys were released was also identified as a 
limitation. This may have impacted the amount of information they would want to provide 
when completing the survey as the survey is easier to navigate when completed from a 
laptop or computer as oppose to a mobile phone. Three parents of recipients of the Tū 
Kahika Foundation Year Scholarship completed the online survey and so this was also 
considered a limitation as it may have been unclear to some of the Tū Kahika recipients 
about who was required to complete the survey. Their data was excluded from analysis. 
One interview participant’s transcript had to be excluded from data analysis because the 
participant was unable to access the technology required to sign and return the interview 
participant consent form. This was also considered a limitation of the research. Attempts 
were made to mitigate this issue by sending physical copies of all relevant forms via mail 
to sign and return. However, a signed consent form was still not obtainable.  
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Chapter Six: Matapaki discusses the first two research questions (what is the socio-
demographic and educational profile of recipients of the Tū Kahika Foundation Year 
Scholarship and what is the impact of Tū Kahika on recipients of the Tū Kahika Foundation 
Year Scholarship) in relation to the findings provided from Rārangi Pātai and Uiuinga. 
Matapaki also outlined strengths and limitations of the study. The final chapter, Te Aō 
Hurihuri will address the last two research questions in relation to the quantitative and 




Chapter Seven: Te Ao Hurihuri 
Te Ao Hurihuri refers to the ‘world moving on’ (King, 1992). Accordingly, this chapter 
outlines the key conclusions of this research and focuses on the last two research questions 
(what are the recommendations for quality improvement of Tū Kahika and to what extent 
is Tu Kahika transferrable to other educational settings) and what has been learnt from 
Rārangi Pātai and Uiuinga in regards to these questions.  
7.1 Key Conclusions 
• The socio-demographic profile of recipients of the Tū Kahika Foundation Year 
Scholarship is diverse. Tū Kahika is positively contributing towards the Māori 
student population at the University of Otago (82.1% retention rate). 
• Similarly, to Māori secondary school leavers nationwide, the education profile of 
recipients of the Tū Kahika Foundation Year Scholarship indicates that Tū Kahika 
Foundation Year Scholarship recipients are entering Tū Kahika without the ideal 
academic preparation advised for future tertiary health science study. 
• Tū Kahika is positively impacting recipients of the Tū Kahika Foundation Year 
Scholarship academically, financially and through increasing sense of belonging at 
university. 
• Critical Success Factors of Tū Kahika include whakawhanaungatanga (fostering a 
sense of family and community amongst Māori students working together to 
achieve goals and having a wide peer support network), mana motuhake 
(empowering students to have a positive university experience), manaakitanga 
(providing holistic, wrap-around support) and tino rangatiratanga (prioritising 
Māori student success at university). 
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• Gaps in Tū Kahika include learning about work-life balance and residential college 
engagement as a means of academic and pastoral support.  
7.2 Recommendations for Quality Improvement of Tū Kahika 
Suggestions for improvement of Tū Kahika are stipulated in Table 34 and are categorised 
into resource and non-resource dependent suggestions. Resource-dependent suggestions 
include more financial, academic, pastoral and hauora hinengaro (mental health) support, 
as well as more opportunities for whakawhanaungatanga, tuākana-tēina engagement, 
Kaupapa Māori and te reo Māori. Non-resource dependent suggestions include 
encouragement to keep extra-curricular activities, part-time jobs etc. and encouragement to 
expand social circles beyond fellow Tū Kahika scholarship recipients. Further detailed 
analysis of suggestions is provided in Appendix K.  
Future recommendations for the programme are shown in Table 35 and are categorised into 
‘career/professional development’ and ‘extending the scope of Tū Kahika’. 
Recommendations under ‘career/professional development’ include opportunities to meet 
and hear from Māori health professionals and opportunities to attend Māori health events 
such as Māori health conferences and symposiums. Recommendations underlying 
‘extending the scope of Tū Kahika’ include widening the focus of Tū Kahika beyond health 
to include supporting study in fields such as Commerce, Law and Arts, as well as career 
advisement beyond health sciences. The analysis of these recommendations are described 
further in Appendix L. 
7.3 Implications for other Educational Settings 
The findings of this research, including the impact and critical success factors identified 
may have real implications for Māori learners and also act as a guide for TEIs who are 
delivering, or are interested in delivering foundation level learning for Māori.   
 
136 
7.4 Thesis Reflections 
This thesis began with Whakapapa which briefly touched on a history of over ‘200 years 
of disadvantage’ that has contributed to the contemporary health and education inequities 
that Māori still experience today. Āianei described the Māori health workforce 
development efforts occuring at the University of Otago currently, including a detailed 
description of Tū Kahika. Tikanga o te Kaupapa nei outlined the methods, study design 
and methodolody taken to this study. Rārangi Pātai presented the quantitative results while 
Uiuinga presented the qualitative results. These results were discussed in relation to the 
research aims in Matapaki. Now we look to Te Ao Hurihuri –‘to the future’, providing a 
summary of key conclusions and reccommendations from this research. 
Reflecting back on the whakataukī used to structure this research, “kei whakatōmuri te 
haere whakamua”, it is important to acknowledge that, in the same way Māori health and 
education inequities have manifested over a number of years -so too, will the dismantling 
of the structures that enable them to continue. The Tū Kahika Foundation Year Scholarship, 
through its diverse and unique range of recipients, positive impacts and critical success 
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1. University of Otago staff member responsible for project: 




Māori Health Workforce Development Unit, Division of Health Sciences 
 
3. Contact details of staff member responsible: 
Associate Professor Joanne Baxter 
Email address: jo.baxter@otago.ac.nz 
Tel: (03) 479 6548 
 Mobile: 0212796548 
Contact address: Kōhatu Centre for Hauora Māori, Division of Health Sciences, 71 
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E Tū Kahikatea: An Evaluation of the Tū Kahika Programme at Te Whare Wānanga o 
Otāgo 
 
5. Indicate type of project and names of other investigators and students:  
Staff Research    Names 
  
Student Research         Names 
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6. When will recruitment and data collection commence? 
 
Saturday 14th September, 2019  
When will data collection be completed? 
Friday 22nd November, 2019 
7. Brief description in lay terms of the aim of the project, and outline of the research 
questions that will be answered (approx. 200 words): 
 
The Māori Health Workforce Development Unit (MHWDU; also referred to as Kōhatu – 
Centre for Hauora Māori) supports Māori academic excellence in Health Sciences 
through delivery of a number of programmes. Tū Kahika is a scholarship programme that 
supports Māori students into and through the health sciences bridging course at the 
University of Otago Language Centre and Foundation Year. Tū Kahika aims to increase 
Māori school-leaver academic preparedness for tertiary study in Health Sciences by 
providing wrap-around academic, cultural, pastoral and financial support. 
The Tū Kahika programme has reached its 10 year anniversary and it is timely to 
undertake an evaluation that will provide evidence of Tū Kahika’s effectiveness, will 
inform programme operation into the future and inform others who deliver similar 
programmes.  
This evaluation involves both quantitative (survey) and qualitative methods (interviews) 
in order to investigate the effectiveness and impact of the Tū Kahika scholarship 
programme on its recipients. The survey is internet based and will be administered to all 
Tū Kahika scholarship recipients (2010-2019). Individual semi-structured qualitative 
interviews will follow in a selected group (10). The survey will obtain a 





perspectives of Tū Kahika and how it has impacted them. The two sources combined 
provide both breadth and depth in perspectives on Tū Kahika. 
 
8. Brief description of the method. Include a description of who the participants are, 
how the participants will be recruited, and what they will be asked to do and how the data 
will be used and stored. 
  
 Methods and Procedures  
 Participants 
 Participants of this study will be Tū Kahika (TK) Foundation Year Scholarship recipients 
from cohorts spanning the years 2010-2019. All TK Scholarship recipients will be 




 Participants for the Survey will be recruited via email obtained from the MHWDU 
database, through Facebook advertisements on the Tū Kahika Facebook page and through 
attendance at Tū Kahika whakawhanaungatanga (establishing relationships) events.  
 
 Data Collection 
 Data collection for this study will occur in two phases.  
 
Phase Tuatahi (one), Rārangi Pātai (survey) will involve an Internet based survey to all Tū 
Kahika recipients and will be produced using Survey Monkey Software.  
 
Phase Tuarua (two), Uiuinga (interviews) will involve in-depth semi-structured qualitative 
interviews with ten of the respondents from the survey. 
 
 Phase Tuatahi (One): Rārangi Pātai (Survey) 
 Phase Tuatahi (one), Rārangi Pātai (survey) will begin with a pilot survey that will be 
followed by quality improvement to lead to a final version of the survey. The pilot survey 
will be completed by staff at MHWDU and will provide feedback to inform the study 
survey. Tū Kahika recipients will be provided with information about the study (through 
email and/or Facebook advertisement and/or in person) and encouraged to ask any 
questions that they may have. Tū Kahika recipients will be invited to participate in the 
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online survey and consent will be obtained at the beginning of the survey. The survey will 
be mainly in English but will also contain some Te Reo Māori (Māori language). The 
survey will contain questions that will ask for information regarding the participant’s socio 
demographic profile (sex, age, ethnicity, iwi affiliations and disability status etc.), the 
participant’s experience of the Tū Kahika programme and the perceived cultural, academic, 
financial and pastoral impacts of the programme. An opportunity will also be given to make 
recommendations on areas of improvement (see below). Questions will include specific 
questions with Likert scale options, multi-choice questions and free-text options. There will 
be an option at the end of the survey for participants to indicate their willingness to 
participate in a follow-up interview. 
 
 Phase Tuarua (Two): Uiuinga (Interview) 
The results of the survey will inform the purposive sampling of up to ten interviewees to 
participate in Phase Tuarua (two), Uiuinga (interview). Interviews will be semi-structured 
to allow for flexibility whereby the primary investigator can be responsive to the matapaki 
(discussion) of the participant. The interview schedule will be informed by the overall 
results of the participants’ survey and aim to provide further information to answer the 
research questions, providing an opportunity for depth in exploring important issues 
associated with the effectiveness and impact of Tū Kahika on diverse scholarship 
recipients.   
 
 Data Analysis 
SURVEY: Anonymity and privacy of survey participants will be maintained during 
analysis of results through the use of a de-identified unique code. Only the primary 
investigator and research supervisors will have access to the survey data. Analysis of survey 
data will be undertaken using Excel and SPSS. Statistical analyses will include descriptive 
analyses providing a profile of participants, and the results of the survey.   
 
QUALITATIVE INTERVIEWS: Anonymity and privacy of interview participants will be 
maintained by allocating pseudonyms during transcription. Only the primary investigator, 
research supervisors and interview transcriber will have access to the interview transcripts 
collected from this study – and these will be anonymised. Interview transcripts will be 
coded and analysed to identify key themes in relation to the study’s objectives. The data 
and transcripts obtained from this study will be stored securely for five years. After five 
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years, the information will be disposed of appropriately. The data and transcripts from this 
study will be used to write the primary investigator’s Honours thesis and may have the 
potential to be published in academic or professional journals. 
 
Objectives 
1. To describe the Tū Kahika Foundation Year Scholarship Programme and its recipients 
2. To identify the key areas of perceived positive impact of the Tū Kahika Foundation 
Year scholarship programme upon recipients  
3. To identify the perceived critical success factors of the Tū Kahika Foundation Year 
scholarship programme 
4. To identify key areas of improvement of the Tū Kahika Foundation Year scholarship 
programme. 
 
 Research Questions 
 This research aims to investigate the following questions:  
1. What is the socio-demographic and educational profile of Tū Kahika scholarship 
participants? 
2. What are the key areas of perceived positive impact of the Tū Kahika Foundation Year 
scholarship programme?  
3. What are the perceived gaps of the Tū Kahika Foundation Year Scholarship programme 
including barriers to success? 
4. What are the perceived critical success factors of the Tū Kahika Foundation Year 
Scholarship programme? 
5. What are the key recommendations for improvement of the Tu Kahika Foundation Year 
Scholarship programme? 
6. How is the Tū Kahika Foundation Year Scholarship programme contributing to the 
diversity of students studying health professional programmes at the University of 
Otago?  
7. To what extent is the Tū Kahika Foundation Year Scholarship programme transferrable 
to other contexts or educational settings? 
 
The study will be conducted within a Kaupapa Māori (by, for and with Māori) research 
paradigm. Kaupapa Māori prioritises Māori ways of knowing and doing as valid and 
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legitimate, dismisses victim blaming and seeks to intervene at structural levels to improve 
the health and well-being of Māori whānau (Pihama, Cram et al. 2002). This research will 





Pihama, Leonie & Cram, Fiona & Walker, Sheila. (2002). Creating Methodological 




9. Disclose and discuss any potential problems and how they will be managed: (For 
example: medical/legal problems, issues with disclosure, conflict of interest, safety of the 
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University of Otago Human Ethics Committee (to be reported to the next meeting). 
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Appendix G: Uiuinga (Interview) Schedule 
 
• Whakawhanaungatanga 
• Explain Interview Process 
• Opportunity for Questions 
• Gain Participant Consent 
• Karakia Tīmatanga 
• Interview Questions: (Begin recording) 
o What was your experience of Tū Kahika like? 
o How did Tū Kahika impact you, if at all?  
o What were your highlights of Tū Kahika, if any? 
o What are areas for improvement of Tū Kahika?  
o Anything further you would like to add as part of the interview 
process? 
• Thank the participant: (Stop recording) 
• Karakia Whakamutunga  
• Opportunity for Questions 





Appendix H: Uiuinga (Interview) Participant Consent Form 
 
 
                  
 
E TŪ KAHIKATEA: THE IMPACT OF THE TŪ KAHIKA FOUNDATION 
YEAR SCHOLARSHIP PROGRAMME AT TE WHARE WĀNANGA O 
OTĀGO CONSENT  FORM  FOR   
UIUINGA, INTERVIEW PARTICIPANTS 
 
I have read the Information Sheet concerning this project and understand what it is 
about. All my questions have been answered to my satisfaction. I understand that I am 
free to request further information at any stage. 
I know that:- 
1. My participation in the project is entirely voluntary; 
 
2. I am free to withdraw from the project at any time without any disadvantage; 
 
3. Personal identifying information such as interview recordings and transcripts will be 
destroyed at the conclusion of the project but any raw data on which the results of the 
project depend will be retained in secure storage for at least five years; 
 
4.  This project involves an open-questioning technique. The general line of questioning will 
be similar to the survey which I have already participated in as part of this study. The 
precise nature of the questions which will be asked have not been determined in advance, 
but will depend on the results provided from the survey component of this study and the 
way in which the interview develops. In the event that the line of questioning develops in 
such a way that I feel hesitant or uncomfortable I may decline to answer any particular 
question(s) and/or may withdraw from the project without any disadvantage of any kind, 
and without giving any reason. I may also ask for the recorder to be turned off during the 
interview at any point in time without giving any reason. 
 
5. The results of the project may be published and will be available in the University of 
Otago Library (Dunedin, New Zealand) but every attempt will be made to preserve my 
anonymity.   
 
I agree to take part in this project. 
 
.............................................................................   ............................... 
       (Signature of participant)     (Date) 
 
............................................................................. 
       (Printed Name) 
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Appendix I: Table 8: Full Iwi Affiliations  
Iwi Frequency (%) 
Ngā Puhi 27 (24.8) 
Ngāti Kahungunu 26 (23.9) 
Waikato Tainui 18 (16.5) 
Ngāti Porou 15 (13.8) 
Ngāti Raukawa 14 (12.8) 
Ngāi Tūhoe 13 (12.0) 
Ngāti Tūwharetoa 12 (11.9) 
Ngāti Maniapoto 10 (9.2) 
Ngāi Tahu/ Kāi Tahu 10 (9.2) 
Te Whānau-ā-Apanui  8 (7.3) 
Ngāi Te Rangi 7 (6.4) 
Te Āti Awa 7 (6.4) 
Ngāti Awa 7 (6.4) 
Te Rarawa 7 (6.4) 
Ngāti Toa Rangatira 6 (5.5) 
Te Āti Haunui-a-Pāpārangi 5 (4.6) 
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Te Whakatōhea 4 (3.7) 
Taranaki 4 (3.7) 
Te Aitanga a Māhaki 4 (3.7) 
Te Aupōuri 4 (3.7) 
Te Arawa 4 (3.7) 
Ngāti Whakaue 4 (3.7) 
Ngāti Kuri 3 (2.8) 
Ngāti Whātua 3 (2.8) 
Ngāti Pūkenga 3 (2.8) 
Ngati Mutunga 3 (2.8) 
Ngāti Pikiao 3 (2.8) 
Ngāti Maru 3 (2.8) 
Ngā Ruahine 3 (2.8) 
Rongowhakaata 3 (2.8) 
Ngāti Hine 2 (1.8) 
Rangitāne 2 (1.8) 
Ngāti Kahu 2 (1.8) 
Ngati Ranginui 2 (1.8) 
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Ngāti Pāoa 2 (1.8) 
Ngāti Kauwhata 2 (1.8) 
Ngāti Wairere 1 (0.9) 
Ngati Rarua 1 (0.9) 
Ngā Ariki Kaiputahi 1 (0.9) 
Ngāti Rongomai 1 (0.9) 
Ngāi Takoto 1 (0.9) 
Ngati Ruanui 1 (0.9) 
Rakaipaaka 1 (0.9) 
Ngāti Tamaterā 1 (0.9) 
Ngāti Tama 1 (0.9) 
Ngai Tamanuhiri 1 (0.9) 
Te Roroa 1 (0.9) 
Tuhourangi 1 (0.9) 
Ngāti Whanaunga 1 (0.9) 
Ngāi Tai 1 (0.9) 
Ngāti Rangi 1 (0.9) 
Ngāti Apakura 1 (0.9) 
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Muriwhenua 1 (0.9) 
Te Māhurehure 1 (0.9) 






Appendix J: Sub-Theme Analysis from Table 33: Highlights and 
Most Valuable Aspect of Tū Kahika themes 
Theme One: Whakawhanaungatanga 
Sub-theme: Becoming part of the Tū Kahika whānau (family) 
“TK12 went through our ups and downs, but we did it together, and came out stronger. 
TK12 are my forever whanau, and for that I am grateful.” 
“Meeting the other 9 TK student in 2012. Their [sic] like my family and to this day are 
still a part of my life. They helped keep me balanced, helped with my study and just 
being there for one another.” 
“The Tu Kahika whanau. I was able to develop strong and invaluable bonds with 
my fellow year-level TK's and well as with the wider TK whanau. They all helped 
me to comfortably navigate into university life as well as developing as a 
independent young adult.” 
“A strong family connection and legacy. Feeling of purpose and a group that is able 
to refocus your efforts throughout study when feeling unmotivated.” 
Sub-theme: Providing a sense of belonging at university 
““The relationships/friendships I built from Tu Kahika, I felt at home away from 
home with them. Having friends really impacted me mentally, it motivated me to 
attend and engage in my studies” 
“Creating a whānau away from home, having a strong support network established 
that I still have 4 years into my studies.” 
“The 'home away from home' second whānau feel. And how close our year grew” 
“The whanau like environment it provides. Like a home away from home which 
makes the move a lot easier” 
Sub-theme: Being surrounded by like-minded people 
“Having friends with similar goals but different strengths walking the same road as 
me. Without them and the scholarship I would never had made it through.” 
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“Meeting people similar to me with the same vision. Feeling a part of something 
bigger than myself and the vision I had for my future.” 
“Establishing a supportive environment early, meeting people of similar 
backgrounds and goals to move through university with” 
“Being surrounded by like minded people” 
Sub-theme: Specific Opportunities for whakawhanaungatanga 
“…The Tu Kahika camps were great for bringing everyone together. My main 
highlight was having the Tu Kahika whanau at my graduation for Foundation year.” 
“The little trips away from everything, out to the beach, to marae for tree planting. It 
was cool break from study and whakawhanaungatanga boost.” 
“TK Camp - had lots of fun meeting the older TKs and just all being together and 
having fun” 
“TK class” 
Sub-theme: Tuākana – Tēina (Older sibling – Younger sibling relationship) 
“Being closely linked with older TK's. Good examples for us” 
“tuakana – teina” 
“Tuakana support” 
“…getting to know more TK whanau members and learning about their journeys - it 
was very inspiring.” 
Theme Two: Mana Motuhake 
Sub-theme: Learning efficient and effective ways to study at university 
“…I felt that I understood how to learn/study during my TK year because I was 
provided the proper tools to learn unlike at secondary school.” 
“Introduction to self-directed learning styles that was completely different to the 
way we are taught at high school” 
“…The opportunity to learn/learn to study in a university style environment while 
being well supported…” 
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“It gave me the tools to propel me forward towards my goal of becoming a doctor, it 
was a very important and influential aspect of my development as a University 
student” 
Sub theme: Developing confidence to succeed at University 
“Around the end of the TK year - feeling at home and ready to tackle HSFY with 
the new whānau. Being fully organized with finances, living situations and career 
aspects gave me peace of mind after completing the foundation year. Koia kei a 
koutou Tū Kāhika!” 
“...Felt really confident in my ability to learn and felt successful by the end of it, it 
built up my confidence and self esteem” 
“…gaining the confidence and skills required to do HSFY” 
“…the transition from high school to university life was made so much easier 
because of Tū Kahika, the transition from teen-hood to adulthood and gaining 
confidence in my independence was supported by Tū Kahika and in general, it was 
a fun year! Probably the best year of my life so far!” 
“Helping me transition out of school environment to the tertiary space, it helped set 
me up for my tertiary studies. I definitely would have dropped out without it.” 
Sub-theme: Content preparation - the FYHS (Foundation Year Health 
Sciences) course 
“The content of the programme as had not taken physics or chemistry before and it 
enabled gave me the opportunity to start my journey to be a health professional 
otherwise I probably would not be where I am today” 
“gaining a foundation knowledge of science” 
“…improving academically/filling in the gaps in my knowledge (physics, especially) 
to better prepare me for health sciences…” 
“The education and preparation for full-time independent university study…” 
Theme Three: Manaakitanga 
Sub-theme: Pastoral support 
“…all the support Sam provides” 
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“…I think also having Shaun and G as my second parents was vital. I found it quiet 
intimidating moving from a rural town to a city so having some parental guidance 
made me feel less anxious. They were they 24/7 for anything I needed whiched 
make the transition some much easier” 
“The staff managing the programme were selfless role models dedicated to helping 
the upcoming generations. I found them and their advice most valuable. Having 
them as support meant the world to me.” 
“Having the staff (Zoe, Shaun) to help get through, especially on days when it was 
really tough or things went the wrong way and the support to transition into a new 
environment” 
“The support group that you have around you. All the other TK’s and Zoe and 
Shaun, just knowing that so many people have your back, and are actively helping 
you succeed” 
Sub-theme: Academic support 
“Having fantastic teachers and support stuff that took the time to understand how 
each person studied and ad the ability to personalised this.” 
“The education and preparation for full-time independent university study and 
having a support system already in place” 
“Peer support and academic support” 
“The skills aquired and knowledge of the inner workings of tertiary education and of 
first year health science in itself” 
Sub-theme: Financial support provided as part of Tū Kahika 
“Financial Help...” 
“…the financial support…” 
“Helping with accomodation…” 
Theme Four: Tino rangatiratanga 
Sub-theme: Providing a safe space for Māori at university 
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“…So able to fit into a mainstream education system that validates my cultural 
needs is really awesome” 
“…as well as keeping us grounded to our cultural values and tikanga” 
“i think it was how this programme was for all maori students who wanted to look 
further into a career in health.” 
Sub-theme: Affirmation of Māori identity at university 
“Affirming my māori identity as a TK was immeasurable. I could feel confident 
carrying my own identity in a largely keha space.” 
“The interaction with the maori culture and with other maori students. This 
scholarship program gave me an introduction to aspects of my maori heritage and 
culture that I had previously been lacking. I also found just getting to know other 
maori students very valuable in that I made life long friends. This experience 
helped me immensely in development of my confidence and sense of self, which I 
would attribute to my interactions with my peers (the other TK's) and the TK 
supervisors.” 
“Making connections. Meeting other Māori in academics. Seeing other Māori 
achieve.” 
“Reinforcing that young Māori are the future and we’re so important” 
Sub-theme: Shared aspirations of making positive contributions towards 
Māori health 
“The group of people and how we supported each other through it and still 
continue to do this during our first year at university because we all have the same 
end goal of helping our local community in the healthcare sector” 
“Being a part of something that aims to make a difference and change health and 
societal outcomes” 
“Honestly, just being amongst Māori individuals who are equally as passionate 
about helping others in their chosen pathway” 
“Everyone having similar goals and experiences…” 
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Appendix K: Suggestions for Improvement analysis 
Resource Dependent Suggestions 
More financial Support 
“Possibly the whole accomodation [sic] paid for. Or half of the health sci [HSFY] 
accom year paid for :)” 
“Increase in financial support” 
“Years acomadation [sic] free” 
“Residential college fully covered…” 
More Academic Support 
“Maybe, 1-2 more skill workshops…” 
“Preparing us more for HSFY in terms of understanding workload. Taking the time 
out to talk about different study types and ways of retaining knowledge and 
practicing that.” 
“Workshops on how to revise, different ways to study etc” 
“Study skill learning” 
More Pastoral and Mental Health Support 
“…Mental health awareness from the beginning. Making sure there are safety nets 
so that students do not fall through the gaps. Can be picked up early and support 
in place so that academic side does not suffer. (wrap around process).” 
“Consistent pastoral support” 
“Personally, I struggled a but in Semester 2 following the death of my Nan. I'll 
always be grateful for the immediate support the TK staff provided me from being 
there when my mum broke the news to me to organising flights that day. However 
since my return I was just lost and depressed. My grades weren't as great 
afterwards. I just wished their was more pastoral support afterwards or that I was 
at least informed on what services were available to me (i.e. student health 
counseling [sic]). Sometimes staff were either absent or I didn't find them suitable 
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(qualified) enough to help me with stuff. I was lucky to have constant support from 
my fellow TK's.” 
“Mental health support” 
More opportunities for whakawhanaungatanga 
“More whakawhanaungatanga, more get togethers, tuakana Teina events” 
“More whakawhanaungatanga, with that said it is a two way street, but more 
opportunities means more chances of making connections and getting to know 
each other!” 
“…Keep having camps. More interaction, reunion?” 
“Having more trips like the karatane [sic] trip at the start of the year to get to know 
each other quicker” 
More Kaupapa Māori and Te Reo Māori 
“Integrating more kaupapa Māori into the programme, perhaps even an element of 
te reo Māori (teaching or just creating a safe environment for it to be spoken).” 
“…maybe introduction to maori language for those who are not as fluent in Te Reo 
Maori.” 
“This may have already been implemented but I feel that if some more reo and 
tikanga-based activities could have been implemented that would have been 
amazing and would have contributed positively to strengthening our identity as a 
Maori roopu, though I know providing these resources is often difficult.” 
“Having more opportunities to get more involved with Te Ao Māori” 
 
More Tuākana-Tēina engagement 
“Perhaps a bit more interaction between older tu kahika student and the new ones. 
a more set and structured mentor programme to make it easier for those who are 
shy to approach and ask questions” 
“…past tu kahika students visiting the candidates” 
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“More tips or advice one on one from the older TK like on how they took notes did 
lecture summaries how they studied for each subject” 
“Better integration and participation from the tuakana who have graduated, 
especially the health professionals.” 
Non-Resource Dependent Suggestions 
Encouragement to keep extra-curricular activities, part-time jobs etc.  
“Could have been encouraged to keep in sport and work.” 
“Being allowed to have a job or being able to participate in extra circular activities” 
“chill out on sports, social stuff…” 
“Allowing students more freedom and support to explore other hobbies for example 
sports, Kapa Baka [sic]” 
Encouragement to expand social circles beyond Tū Kahika scholarship 
recipients 
“A bit more seperation from other Tu Kahika students within the halls” 
“Extending the family group to more people outside the tk shvolarship [sic] eg other 
maori students” 





Appendix L: Future Recommendations Analysis 
Career/Professional Development Opportunities 
Opportunities to meet and hear from Māori health professionals 
“Maybe more opportunities to interact with maori health professionals from a range 
of career types/professions.” 
“Maybe, 1-2 more…anecdotal stories of successful Maori.” 
“More networking opportunities to māori health pathways” 
Work experience in Health 
“It would of been great to have some work experience or just more exposure to 
different health careers, I was tunnel vision in pursuing Medicine, but then ended 
up really enjoying Psychology. I now want to be a registered Psychologist, if I 
would have been exposed earlier that may have helped my decision earlier on and 
not failed Health Science First Year” 
“Work Experience…” 
Māori Health events such as conferences and symposiums 
“Perhaps attending Maori health events/conferencing etc.?” 
Extending the scope of Tū Kahika 
Widening the focus of Tū Kahika beyond health to include supporting study 
in other areas including Law, Commerce and Arts 
“Maybe branching out into different professions as well so tu kahika can provide a 
high quality of support for science, commerce abd [sic] arts.” 
Career advisement beyond Health Sciences 
“Career advisement, being open to all options moving on from Tū Kahika, not just 
health.” 
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